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[ INTRODUCTION)

The last several years have created significant

challenges for the language teaching profession, -

both in the United States and abroad. Growing
demands on learnersy both children and adults, to
acquire proficiency in a second foreign language as
a means of economic and social mobility have pre-

‘ sented many educational systems with new and unfore-.

seen responsibilities. At the same time, however,
many foreign language educators are under growing .

pressure to defend programs -in the face of declining

enrollments, dwindling resources, and widespread
dismay o®er the failure of large numbers of students
to develop functional ability in a foreign language.
Thus a heightened sense of urgency surrounds
the need to make language instruction as effective
and meaningful as possible. The response to these
new challenges has been positive in a number of
ways, Teachers have been receptive to innovative
teaching methodologies. New matqrials and tech-
niques havé been designed, many for essentially new
language~learning populations. Most of all, per-
haps, teachers have more fully recognized the need
to adapt and: expeniment. This more flexible atti-

tude has had an important by-product: It has caused’

teachers to raise fundamental questions about what
goes on in classrooms. Teachers are newly examining

. their @wn roles and the roles of . their students.

They are asking themselves what, as trained profes-
sionals, they can best provide for their learners

. and what learners ‘themselves can contribute to the

1anguage-1earning process. Often such reassessment
6f classroom practices has led to efforts to involve
learners more actively in their owrd and other learn-

ers' progress,  Teachers are no longer simply paying

4 4
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lip service to the idea of making language instruc-
tion more learner centered. Teachers have realized
‘that learners themselves are a largely underused
~educational. resource. Indeed, greater direct '

. involvement of learners in the educational process
. 'may be critical. to the task of meeting current
X " “~demands for second and. foreign language proficiency.
' - In the classroom, in activities that supplement
~ classroom instruction, and in settings in which
. ) formal instruction in a second language is simply
not provided, learners are given the opportunity--
and in some cases relied on--to assume greater .
responsibility for their own and their peers'/learn-
ing, More and more, it appears “that peer involve-
' ment in second and foreign language learnxng i
idea whose time has. come, 1\
In this volume, the term peer involvement
| used to designate what are normally referred to as
- . , "peer teaching® and /peer tutoring.” Although the
. ' - term is probably easily understood, it might be well
- "to definé it clearly from the outset. ~Peer involve-

ment is the use of learners as models, sources of
informZ;ion, and interactants for each other in such
a way' that learners assume roles and responsibili-

- ties normally taken by a formally trained teacher.

. The distinction between peer teaching and peer

| _ ' tutoring has to @o primarily with the stage at which

' learners interact with one apother. The latter

designates an activity that in some fashion follows

. C - teacher-led instruction, whereas the former more .

| of ten refers to the interaction‘Eetween learners

' ' that substltutes for teacher-provided instruction.
For the purposes of this: volume, observance of this
terminological distinction is not necesaary, since
--the various examples peer interaction will be
easily recognized as "teaching® or "tutoring.” Thus
the more general term, peer }nvolvement, is used.

All too often, the unique benefits that learn-

.ars can offer each other have been ignored by lan-

. . guage educajors. In some language-teaching -
approaches, all but the most controlled interaction
among learners has been explicitly discouraged.

Now, however, this failure to recognize the contri~
bution that learners can make to each other and to

", | K
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language teaching is beginning to give way to an
active effort to tap the potential of learners as
teachers .and tutors. Active jnvolvement of learners
with each other's progress is increasingly becoming
A planned component of language-teaching programs.
The systematic-use of peer teachers and tutors

‘is a much-publicized practice in contemporary educa-

_ tion, with good reason: According to a 1978 esti~-
-mate; 10,000 cross-age tutoring programs (with.
futors and tutees at different grade levels) had
been operating, in American public schools during the
‘previous ten years (Gray, 1978). Many bibliogra-
ph;es on the subject ‘are several hundred entries

“long. Peer tutoring has been the subject of several -

books ~“and monographs, partxcularly‘in the areag of
reading and special education. In comparison with
other subject areas, second and foreign language
teaching may appear to have given little attention
to the involvement of peers in the teaching/learning
process. This is a somewhat understandable but
nonetheless unfortunate miscaenception.

The view is understandable because reports on

peer involvement programs have appeared in a variety

of journals of limited circulation,® each with its
own readership; a great deal of.other potentially
useful information is even less widely disseminated.
This information lag is unfortunate, since dozens of
second and foreign language beer_involvement pro-
grams have been successfully implemented. In many
iesgects, however, the potential for peer involve-
ment in language learning has had to be discovered
and rediscovered by.indxvidual teachers and. program
administrators., If the profession were to become -
more aware of the peer involvement programs that °
have been developed, it might be willing to imple-
‘ment peer involvement more widely. One of the pur-
poses of this volume, which provides an overview of
peer involvement in language learning, is to bring
peer involvement to the wider attention of the’
language-teaching public,

A number qf points about peer involvement in

language learning are highllghted. First, while

‘peer involvement progtams are of'ten in large part a
response to practical needs and realities, they also

-4
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‘a peer involvemens program, such as increased moti-’ e R

-~

closely reflect (and in some- cases have been speci-~ R E‘ o,
#ically based on) current views about how a second R T
or foreign language is best learned. Many of -the . *- L

diregt benefits of peer involvement--an exposure to e : 3
language that is tailored ui‘individual learners! ) ‘ N
needs-and abilities, increaaed oppo:tunitxee for - . ,
genuine communication .in the language, the develop- . SRRV
ment of interpersonal bonds with a peer role model-- .. -

are among the ingredients considered necessary for a N _
second or foreign language to be acquired, and they. S e
characterize productive 1anguage*1earning situa- = T " o
tions. Many of the by-products “of participation ‘in \

vation, greater cross-cultural understanding, a -
stronger self-concept and sense of self-direction, . ' e
and reduced inhibitions, are likewise among the ele- -
ments that both researehers and practitioners have - L%
associated with successful language learnexs. R : ‘
A second theme of this overview is thay peer
involvement is widely applicable. Peer-teaching and

w7

_ -tutoring programs have been successfully des\igned -

", essentially provide supplementary practice with -
‘material preserted initially in- the classroom. . L
Another basic purpose of peer. .involvement is to pro- '

® " v /
N . i RN N
\

‘They have been implemented for learners at- all

for young children, for adolescents, and for-

levels of instruction, from beginning to advanced.

- In many cases, the same program is intended to serve

the needs ‘of groups of learners at very different _ N .
levels of proficiency. Peer involvemént is as’ o
applicable to foreign language learning as it is to ’

second language learning. It has been used success-

fully in settings vhere teachers, materials, and

other resources are abundant as well as in settings

in which little, and in some cases nb, conventiohal

classroom instruction.is possible. - Peer involvement

programs have also been designed for a ide’ variety
‘of purposes. One basic purpose is to p ovide an _ e

‘alternative to the "lock-step” nature(of classroom
instructlon: peer involvement programs allow for
differential pacing and more individualized activi- . - "
ties. 'In many cases, pﬁer involvement activities

vide language~learning activities for which_ the e _
claesroom is inapmropriate. Miny peer involvement R




‘proqrams aro aimed pri ril at“éteatinq cothr- .
sation opportunities f:;ﬁ}§§tners; such . proqrams

_ .5: enable learners to uge
- "+ . in meaningful, qoql-directed activity._ Other
’ " programs have still’ other, sometimes ‘more specific,
purposes,_auch as -training learners to correct their’
o ‘ peers' written work and to ‘learn, from the correc-
- " ~tions of their Yellow learners. :
. - o In many cases, 'the pedagogical aspect of a peer
. ' PR involvement program is gsecondary to the social and
! R o ggychplogical effeqts. Many pear ‘{nvolvement "
o ' v programs in second language learning are extensions
' S of the "buddy" system or thMe "big brother"/"pbig
. gister" system; among eir primary goals is the
. establishment ot_zeldffﬂnahips between second )
language learners and fluent peers.’ The importance
. ‘-of providing social and affective support for the -
! g young .language learner has been widely recognized;
it-is also at the heart of programs for university
| students and adults who are paired‘'with a fluent or
| ‘ " pative speaker. In foreign language learnxng,'
| ) N ~ learners at different levels of instruction are
) . often paired in a peer involvement program. Along
- - with the many benefits such programs can have for
| the more advanced learners, there is the benefit for
the less advanced learners of interacting regularly
| ‘ with peers whom they might wish to emulate. Such
‘ L 7 - interactxon gives the less. advanced learners. visible
evidence that their language-learning goals are in
‘ fact attainable, increasing their motivation and '
| determination.” In all of -thé program types men-
e ‘ - tioned here, the potential for. ‘helghtening cross-

' " ctltural understanding for all participants is
widely recognized; in some situations, systematic
interaction between a language dearner and a native
speaker provides an experience that large and oftén
impersonal whole-class instruction cannot.

. . ' To bé successful, peer involvement programs in
. o language learning must be thoughtfully planned,
~ ’ : carefully  structured, and 8ystemutically monitored.
. This basic point is stressed throughout this volume.
- ' fThe hope is that tmsachers and program administrators
‘ who read this volume will want to explore further

~

g .

E >

the possibility of increasing the active involvement

111s they are-#tquiring
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of their own studek\s in each o6ther's work and that,
i following the models described in this volupe,* they
will adapt what has been done to their own particu-
.lar needs and resources. New models of peer
involvement will thus be created. - .°
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[éHAPTER'1 THE CHANGING RDLES QF . TEACHERS AND -
LBARNERS] /

N . . ‘t \
. . . )

w* .,T . ) . i

Research in language acquisition has not yet suc-
ceeded in explaining fully how people acquire a .
gécond or foreign language.' The field is in its
infancy, and many aspects of language acquisition:
indeed remain difficult to investigate. . Several
years of intensive investigation, however, have
yielded a general understanding of the process of

nonprimary language acquisition. 1In addition, cer- .

.tain myths about what is and is not crucial in
learning a second or foreign language have been
dispelled.

One such myth, which still has wide currency

' among the general public, is that all that is

necessary for second languade learning is sufficient
exposure. It is true, of course, that people do not
learn a second language without being exposed. to it.
.People cannot wake up one mprning in community X
speaking the language of community Y. But simple
exposure to the language of community Y does not
ensure that the language .will be acquired. The idea
that some individuals "have a knack" for picking up
a language also belongs toipopular mythology; it is
virtually without support from }angdage acquisition

* raesearch, Unlike viruses, languages are not con-

tagious.' A perspn a¢quires a language largely as a
rasult of hasing interacted and communicated

: mé@nianully with more flﬂenn qpeakers .of the new

Ianguage. "j

The opportunity to use the language being
acquired in order to communicate is, ;dlong with
several related factors, a basic condition for
second or foreign Jangyage learning. .Nmong the .

7
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related factors listed by Dulay, Burt and Krashen

(1982) are® L : . ' - .
. 7 . e the naturalness of the language to which .

. S + learners are exposed; at is, the ?hnguage heard . ’

) should be directed toward communicating meaning _ ///&;&h

. . rather than exemplifyi a particular linguistic .

. form; o )

(A2
.

, ,7f'- e the availability \of concrete referants; that: _

- is, the importance, partiicularly for beginnind o

. . language learners, .of ics that ‘are physically and . . )
_temporally salient (often called the "here-and-now" g
//, "principle), so that learners have "visual aids, ‘ : . ‘

motor activities, and other ... types of support to
help make the mdaning of the new language clear"”
(pe 26)) and - S

e accessibility of target language peer models;
. in other words, the opportunity to interact with
’ : speakers to whom learners will be attentive and from
whom learners derive suitable affectjve support;
Dulay, Burt and Krashen (1982) summarize research
that suggests a preference for the variety of the -
Langﬁage spoken by one's own ethnic group and, what
“ is even more important for the present ‘discussion, a
prefg;dhce for peers over both teachers and parents.

_ Observation of what typically takes place in
the second or foreign langyage classroom will reveal N
that in many ways it is far“frpd an ideal environ-
ment for language acquisition. This is not to '
suggest that most teachers would not wish it to be
otherwise; nor is it to imply .that classrooms do not
’ - provide a great:-deal that is useful. Rather, it is
- in the nature of large-group instruction under the
control of the dominant figure of the teacher’that
the necessary conditions for language acquisition
will generally fail to exist. In some ways, tradi-
} tienal large-group instruction is insufficient for -
learnera' needs; in others, it is inappropriate for = ° I
language acquisition, These points can be more :
fully understood through a brief overview of the v
structure of the convéngionar language classroom. '




! WHOLE-GROUP LANGUAGE ‘INSTRUCTION: Sy
R ‘ THE RULES OF THE GAME Ce T | |

/

|
‘ ‘ . The . typical pattern of, activity in the language
| . classroom is in many respects llttle-distinguishable
| ‘( o ' frop classroom activity in general., It is a pattern : .
. + that has a long history {n education, one- that has -~
1 \ ' 'largely resisted, at least-until now, rapeated calls S
| » o for reform. ,It centers on a stream of verbal behav-- R
| . . ' for, and is founded on: a clearly drawn and carefully
N . maintained role distinction between\maacher and
i . learner. These participants are assiyned the .domi - N
| ( 'z . nant and subordinate roles, . raspectively, in 4 S
| - ‘ relationship that strongly shapes the edents in a '
‘ ' T ) typical classroom. In most classrooma,“itisrela-
| ' }l 73> .. rtionship is forcefully expressed by the phttern of .
i, . . + cJassroom activity as well as. by the teachar's . ¥
‘ _ ~ podium or the familiar image of a teacher atanding - '
| : " " in front of a group-of seated ‘learners. In'the ‘ .
| languag® classroom, the rolationship may be éven ' o ' o
B ' ¢ more clearly delineated by the linguistic inequality
| ' between teacher and learner, which is often a basic -
: fact around which classroom activity revolves.: The : .
, languaqh classroom ¢an be effectively portrayed; by ’ .
posing and answering the following questions abgut. )
how verbal interaction is managed. Y \ -

R

- . »
v, ¢

i Who Talks? . ,
‘ \ , ) | ! B\ ‘
All interaction requires a minimum of two par- : | St
ticipants. 1In the language classroom, both tsacher ‘ '
and learners participate.’ The amount of participa-.
tion Aiffers greatly for the teacher and learners, .
however; this is one of sany effects of the teacher-
. centered nature of language classroom interaction, 4
as well as cladsroom interaction in general, ’
. , Studios dating as far back as the' beginning of
. : this century provide evidence of the dispropottion~ °
oo ate amount“of talking teachers do in classrooms.. oo
Whether measured in terms of time, total number ‘of .
lines of a tape transcript, avarage length of speak-
ing.turn, or in any other way, teachers do about

9 L} ’ . . X . ‘




two~thirds of .the talking;in a classroom, ‘Little
evidence has been accumulated to suggest that -

efforts to make studon!l re active in the class-
room-and to have them Participate more directly in

the’ J%arning process hyve had any significant effece -

in changing the proportton of their verbal partici-
pation in the classrqom:

For language teaching,' the conclusion is obvi-»
ous: | LeArners spend a great deal of time liatening
to their teacher, an to a much lesser extent to
other learners. larger the class, the more .
likely it will bo at any one learner's speaking
time will constitute an insignificant proportion of
the total' class time. - o

’ . ’

About What? . : C. ‘ t '
* oA
. The teacher-cantered nature of classroom:
‘interaction involves more than the disproportionate
amount of talking teachers do. Even more reflective
of the dominance of the teacher in the’'classroom is-
the typical way in which speaking turns and tasks
are managed. Teachers and learners have definite
interactional roles; the toaching/learqing seguence
proceeds by a series of speaking turns initiated by
the teacher, as in the following exchange:

T: ~Now let's go over the antonyms ,
What's the opposite of 1light?

L: Dark .,

. T:" Righto

When the teacher says, "Now let's go over the
antonyms," a task is .being set. The teacher is
structuring a particular teaching/learning episode
(such sentences have in fact been labsled "struc~

. turing moves" (Bellack, Kliebard, Hyman, & Smith,
1966)). In principle, such moves can be made by any
of the participants. in a verbal exchange. In normal
convarsation, people constantly structure and

. restructure the discourse. Somatimes restructuring
is explicit, as when someone says, “Let's change the

1

10




-

'‘subject”- or, "Not“thal this has anything to do with
it, but ¢..." Sometimes it is more indirect, as in, 4
"By the way, what do you think about ...?" or "Yes, ’
well, what alse happqned on your vacation?" .
o IA classrooms, However, task~settxng (and the ' . . ;-
structuring moves tyut accomplish this) is wvirtually ' : -
the exclusive property of teachers. It is teacher ' '
who says, "Open your books to page 45" ahd, "Today
we're going to review the irregular past t{ense forms
we 've been studying." The reason for this is evi- o
dent:. Settihg the task is essentially.a matter of
v X s ' topic control. What is talked about 'in the class~ .., .
oo . -~ room=~and in a larger sense what takes plate in the ‘
‘classroam--ig traditionally the responsibility of N Y -
' the teacher, who must implement the syllabus of. the .
" course. The teacher's job is to mediate between the ’ ‘. .
gyllabus and the learpers, and this is ‘done mos £ N v 7
efficiently when the teacher has firm- cdhtrol of the
interaction. :
Indeed, classroom episodes such as the follow-

ing, in which a learner (L)) makes a structuring" -
move, are quite infrequent; when éﬂey do occut ‘they °* . S

seen exceptional: o - . : .

o

T: But, this is related to the moth but it's
usually more beautiful. It has many -
colors, and it's, it's a very lovely ... . .
: ' ingect. 1s it an insect? Yeah? O0.K., . )
/ DoK'o ’ ‘ ’ ! ’

* | Lyt You don't know what's butterfly?
Lz! I'm .Bor,t}', Idon't ... S . . ¢

T: Well.,& nowl ss e ' ’ -

. : ~ Lyt You know that one I could have shown you, .
you ‘know., I found one in garbage. :

. v ' ' T: You found a butterfly in tTe garbage can?

L

L;: Yeah. . >

e LY néany?' \‘/
/‘ 11




In this epinode; the ‘learner attempts to con-
tinue the discussion on the topic of butterflies, a

'topic that had arisen more ﬁ: lass unexpectedly.

Noteworthy are the teacher's\ attempt to regain
control of topic ("Well, now .,..") and the learner's
refusal to acknowledge it. In many language class-

rooms, opportunities for learners' to vie with teach- .

ers for control of topic are limited or nonexistent;
even when such opportunities exist, learners genqr-

-ally play by the rules of the language ,classroom

game, which place control of topic tirmf& with the
teacher, @hus, what is talked about is overwﬁg}m-*
ingly a matter for' the tdacher to decide. . /7

. » .
I 3 ‘ 14
. . [%

‘According’ to what Pattern? - Ve ' ' ,

Another way in which interaction in the lan-

- guage classroom corresponds to that of classrooms

in ‘general--and. also-Aistinguishes intetraction in

.the classroom from what.is found in the more .natural

linguistic environment--lies in the pattern of par-

" ‘ticipation. As mentioned earlier, teachers and

learners have clearly different conversational

roles.: It is the teacher who gets or structures the

task. _Having done this, the tdacher then sets the
interdctional exchange into motion by making what™
has "heen called a "soliciting” or "initiating” move.

. . This move is generally in the form of a question,

such as, "What did you do last night?" or; "What is
the boy doing in the fijyst picture?” Sometimes the

move takes the form of an imperative, as in, "Tell

me how many clairs there are in the picture" or,
"Repeat after msé: ‘'There are red flowers in the
vase.'", In either case, the purpose of this turn is
to elicit some verbal response from a learners (or,
in cases in which'unison responses. are part of the
teaching procedures, from the learners as a group).
Many researchers have noted the irresistible
force of asking quéstions.< In Western culture,
questions demand responses; refusing to respond to

an inittating fove creates considerable social ten-

gion.’ The authority of the teacher adds to the
intrinsic powqr_of the question form, and so ques~

v
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tions are an extremely effective means of setting,
classroom interaction into motion.

- The next move is ths learner's; the learner
must respond to the solicitation. This move is

-followed by a final speakind turn by the teacher,
who reacts to (often’by evaluating) the learner's

response. Thus, the pattern of participation is as
follqws: The teacher sets the task and asks a .
question (or in some other way elicits a learner's
verbal partiq}pétion)x the learner makes a response;

.and the. teache¢f ‘reacts 'to the learper's response.

The following episode refYects this basic pattern of

. clagssroom recitation: e

.

T: Now, let's review, 1I'll Structure
give you a sentente, and
-you put it into past tense. !
"Mr. Smith eats breakfast." SoliciF
1

Maria?
L: “Mr. Smith ate breakfast.” Regponse
T: Good, Reaction

The final part of the classroom teaching/learn-
ing cycle is important to note, since it is one of
the most distinctive elemernts of classroom inter-
actibn. In ordinary conversation, one speaker
typically reacts to what the other speaker has just
sald; indeed, it is by this means that conversations

.are sustained. Speakers indicate their agreement or

disagreement with what- their partner has just said,
or react with surprise or.sgome other emotion to what
they have just heard. Often, a reaction.can be

- followed up with another question to find out more

‘about what the other speaker thinks or feels about a
topic; other times, a speaker can simply make a
reacting move &nd allow the other speaker to hold
the floor. Two things are special’ about the
reacting move in thd language classroom. First, it
is made almost exclusively by one participant (the
teacher). Second, evaluation is based on criteria
that are different from those that apply to ordinary
conversations. ‘fMhis is so largely as a result of

13 ‘ ' .
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the goals toward which language instruction is con-
ventionally directed. '

For What Purpose?

The structure of language c¢lassroom interaction
sketched so far reflects the structure of classrooms
in general. Distinguishing the language classroom
are the following two goals” toward which language
teaching has traditionally been directed.

X '\.' .

Macimising overt practice. Many lahguage.
teachers have been trained to stress the development
of aural-oral skills. For many, such skills are -
best developed by maximizing the verbal participh-
tion of learners. The more verbally "active" learn-

ers are, the more proficient they will become in

understanding and producing speech. Thus, the ideal
classroom has .of ten been thought to be the one in

which the greatest amount of verbal '&ctivity“ takes
" place., Teachers have been admonished to avoid

"down" time in classrooms and to ensure that class-
room interaction,is as "efficient" as possible; that.
s, involving a rapid succession of speaking turns
8o that the greatest number of learners can partici-
pate the greatest number of times. - o

Stressingy formga'aaaukacy.ﬂ The traditional
importance that has been placed on the ability to
produce structurally correct utterances in the
target language has come inggeasingly under attack
in debates about language-teaching goals and matho-~
dology. The problem, say critics, is that in the
effort to have learngrs produce grammatically
correct language, classrocom interaction’is created
that is .strikingly lacking in real commuriication of
meaning. The questions learners are asked in class
gerve a very diffetent function from questions
pesople ask outside the classroom. while rejerential
questions--that is, questions to which the speaker
does not know the answers in advance--predominate in

14




-

-

I

}
*»

o
°

ordinary language use, diaplay questions--that is,
questions whose overriding puxpose is to have learn-
ers produce informatign already known to the adker -~

sard the dominant question type in the claasroom.

K

«

Such questions make learners attend to'the forms

they use to respond and require relatively little
attention -to content. Thus, the reacting moves
‘that teachers make to learners' responses in the
classroom are typically directed less -to the content
(the meaning) of the responses than to their formal
(linguistic) accuracy. . L

. ' . ' . !

- .
[N

With_What-Effect;og Different Learners? .
L] ) . - , '

Ariyone who has taught--and indeed anyone who

. has observed classrooms--has been struck by differ-

ences in the way learners, respond to the classroom
and in the way theyigarticipate in classroom activ- -
ity. Several factors account for the way learners
participate in the classroom The principal factors

are the following. _
1 N

Motivation. Much has been made of the impor-
tance of attitudes and motivation in language learn-
ing. These ard Aifficult variables to measure, and
it is this obstacle that has most seriously hindered
progress in understanding their role iny language
learning. Nonétheless, it is safe to dssume that
students with positive attitudes aboyt the language
and the people 'who speak it, and who have a strong
desire to be able to use the language proficiently,
are more likely to participate fully in whatever
classroom experience with the language is available.

The importance of attitudes for classroom lan-
guage learning is shown by regearch such as
Gardner's (1968) study of ‘Navajo children learning
English.’ Gardner found that students' attitudes

¢ toward English classes reflected their general atti-

tudes about the Anglo community and the degree to
.which they felt they had access, to it. Other stud-
ies (see, for example, Lambert & Tucker, 1972;
Saville-Troike, 1976; Schumann, 1978) have pointed

o - »
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up the interplay of perontah attitudes. community
attitudes, and the attitude of learners towarq the
target language and community.

Individual students' performance in the language -
classroom is very often a carry-over of the atti-
tudes that shape their use of the language outside .
the classroom. Exploratory research by Selige .

3ho seek *

© (1977), for example, suggests that learners

out contact with spesakers of the target language ;
outside the classroom tend to participate more ac-’
tively‘én the classroom. 1.

kthnic aiyle; Learners from differqpt ethnic
and cultural baékgrougds may respond differently to.’
the traditional largeAgroup instruckion that is -

~ widely taken for granted. As Several studies-

(Boggs, 1972; Dumont, 1972; Philips, 1972) have sug-
gested, failure to recognize such differences may

. lead to serious cross-cultural misunderstanding and

make the classroom, experience even 1539 effective.
One recent study (Sato, 1982).,has demonstrated quite
forcefully that the factor of ethnic style can,
create a vicious cycle in the classroom. Nineteen
Asian and 12 non-Asian students in two intermediate

English-ag~a-second+language university classes were -

compared. The Asiw¥sgudents responded to "general
solicits" (that is, sdliciting moves by the teacher
directed to no particular student) significantly
less frequently,than the non-Asians. Sato (1982)
also found that the two teachers called on the Asian

learners (that is, made "personal solicits") .signif-

icantly less often than they called oh the non-
Asians. It was concluded that the relatively
greater reticence of the Asian students to respond
to general solicits--to compete for a speaking turn
--may have caused their teachers to perceive them as
unwilling to participate and so call on them less
often. Thus, students who, as a result of their

ethnic style, did not avdil themselves fylly of the

opportunity for speaking turns in clasa and who
chose to rely on teacher-allocated turns~~persona1
solicits--were deprived to gome degree of even that
opportunity for classroom purticipation..

16
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Pergonality factors. Like attitudes and moti-
vation, personality variables have proven extremely
difficult to investigate rigorously. However,
‘empirical evidence supports anecdotal observations
of the importance of particular personality traits
in language learning. In the language classroom,
factors such as self-esteem, inhibition,, impulsiv-’
ity, and self-confidence~--to name only & few--

' correlate to some extent with what learners derive .
or fail to derive from the traditional_janguage
claesroom, What has made it especially difficult to
reach conclusions about the role of these factors,
however, is the nonlinear relationship that seems to . -
exist between many of these variables and classroom
performance or achievement _

It is important to resognize that ‘these fac-
tors, as well as others (for example, "cognitive
gtyle"), cause learners to respond differently. to
conventional large-group language instruction.. They
shape learners' participation in the classroom and
the perceptions learners develop on the basis of
their classroom experience.

vv . | '. (
THE LIMITATIONS OF TEACHER-CENTERED,

. LARGE-GROUP INSTRUCTION
) ) ’ \“\ﬁ ) |

Following is a list pf the potential short-
"comings, both immediate and longer term, of teacher-
centered, whole-group instruction. ~

R R
-

Failure to Provide for the Individual Needs
of Learners, , ‘ .

The tendency of large-groyp teaching to.proceed
at a more or less predetermined rate ‘through course
material will fail to accommodate all learners
equally uell. Some students will lose interest in
activities ‘they have alréady mastered, others will
\\\&///havo dirticulty keeging up with the rest of the
class, dk\\

A}
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N Inhibiting Effect of Public Nature of
Whole-Class Instruction - - b -
Classrooms produce what Barnes (1973) calls an , -~ * ¢ &
' maudience effact": .The pressure of having to.per- ‘
form in front of a large group of fellow students
. ,and the dominating figure of a teacher prevents many
students from taking full advantage of the learning
U opportunities available. : N |

L4
A Y

Decreased Appropriateness of "Language _
Use” Activities - s ) v g

By-thelr very nature, activities that require ' - .
a - 8tudents { use the target. language for real or . : Cot e
&‘ . simulated communication cannot be rcontrolled in the @ ‘ A
same way that a teacher can regulate mecharical, SR C
"gkill-getting® drills. The speed with which stu- A '
/ dents perform communicative language tasks" cannot be
controlled; nor-can the teacher control the ways in . o
) ‘ which learners will use their acguired knowledge of i .
. y - ' *  the ,Janguage in communicative activities. Further- :

. o - more, .the public nature of classroons already men- _
‘tioned tends to make. any attemft at communication _ - e
inauthentic; students tend to feel that they are

% playing at communication, rather than actually using : B
the language putpésefully. ) ' : A a

~

'\

Insufficient Opportunity to Learn
to Manage Discounse

In her review of the implicaéions of discourse

analysis for classroom tegching. Kramsch (1981) sum-
‘ marizés the findings of apvq;al critics of conven-
4 ~ tional classroom instruction as follows: In the
classroom, learners have limited opportunities to
engage in "natural® digcourse. Conversational
fluency requires more than an ability to respond to
questions and occasionally to report or describe s
information, It requires competence in the manage-
ment of discourse (Candlin, 1976). Students have to L
learn to signal a desire for a speaking turn, to ’ '

L ]
<
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'extend discussion of a topic or to change topics, to

clarify meaning, to repair conversational break- = . : . N
downs, and %to comment on ‘a previous speaker's turn. - P
In addition, students must learn, to manage discourse

in ways that speakers of the target language will

find acceptable.

"
..!
“ . .

Insufflcient Opportunity of. -Learners ) : : - .
to. Manage Their Own Learning ' . B RN

At some- point, class‘ggm instruction in a

language must end, and students must be able to make
further progress on their own. Teachers recognize - ..
this fact; it is why a primary - overall goal otﬁedu—

cation is to help students "learn how ,to learn." '
" ' In reality, however, whole-group, teacher- : ' _
contgrgd instruction often produces quite a differ- ~ . //,
ent effect, Allwright (1979) cited the following - : "
ways’ln which the conventional second or foreign ) ’
klanguage classroom prevents learners from taking .
adequate responsibility for their own learning.

Frustration. Often . learners are preventéd from
discovering what they believe will best enhance
their own learning, Students have different learn-
ing styles, and unless opportunities exist for
learners and their teacher to discover how learning
can best be managed, . -many learners will eventually
feel frustrated. ,

Spoon-feeding. This practice can be roughly
" described as "doing for learners what they could
more profitably do for themselves" (pp. 112-13). e .
For example, "it is possible to frustrate a learner - . .
‘by providing a rule or an explanation when the . ' ' : .
learner really believes ,.. that he or she will . ' .

learn best by being given an opportunity to work it .
out independently" (p. 110). The problem of spoon- ‘
feeding goes beyond this, however. In presenting ; 8
the language in small (doses, by focusing learners’ ‘ ' '
attention on form rather than on meaning, and by S

TR
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judging learner performance primarily (if not. excluw-
‘sively) on the criterion of formal accuracy, large-
group, teacher-cefitered inqtruction can create the
- "illusion that what learners will need to be eble to
. do with the language outside the classroom is being
: adequately dealt with in the classroom. This prob-
‘lem may be particularly acute for younger foreign
language learnere. who in most cases will not have :
access to the target community and who therefore
have little way of knowing what. the demands of nor-
mal language uge are. A
. _

5 [

' i v .9 Demoraltzatzon. A leariet whose expectations
'  become lower tharn his or her abilities would other-
A : wise indicate is said to bé’demoralized. Demor ~
alization is easily bred in learners who believe
0 _ . that their potential contribution to their own and
others' learning is undervalued.

. -

Dependence~bneeding. Another effect of
teacher-centered inatruction is dependence on the
teacher as an "expert,” This effect is* insidious,
since everything a teacher may do to maintain high
morale in class, to sustain student interest, and ¢o
_ make material easily understood may also cause
~e learners to become, unknowingly, "so dependent on
' ' the: tsacher that, without him (i.e., in. 'real-life')
they are, literally, helpless, like package tour .
customers who have lost their {tour guide]” (p. 12).

4
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PATTERNS OF PEER INVOLVEMENT

. *
"

- There is almost endless variety in peer in-
volvement programs. Because peer teaching and
tutoring programs are normally developed to meet
specific needs of particular students in a par-

. ticular setning, no two peer involvement programs
¢ are ever exactly the same.,.Nonetheless basic models

.
) . .
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.or patterns of peer involvement in education can bhe
"identified.

A’ basic distinction involvea the - relative age
or grade level of the peer: pgrticipants. “Same-age”
_programs are those. in which" tndbrs and tutees are at
the same grade level. A basic pattern of same-age
tutoring is {intraclass .tutoring, which involves .
students assisting one another within ‘their own
class. In a larger program, students in one class
,might' work with students from anothex class at the

“same level. v

LS ot ., Several vd&iations of the intraclass pattern
?u. 1_ arq'possible; each has particular advantages for
‘different situationaz

© .
‘ T ’ N i

e ltudents in an int?hclags prpgram may be ran-

domly pairad or assigned to groups;,
ad =
e students may be allowed to select in dual
- partners to wbrk with or .form small groups "By them~
selves; or

’

e students may be paired or assigned to groups .

"accdfjding to certain crjteria. Sex, race, personal-
ity, socioeconomic level, and achievement level are
all variables on which pairing and grouping proce-
dures have been based (fbr example, high-achieving

© Btydents may be paired with students with learriing
difficulties, or students with different personality
traits may be deliberately paired).

¢
The other basic type of peer teaching and
tutoring is the& "cross-age® program. In such pro-
" grams, tutors and tutees are at different grade
levels; the age difference between tutors and tntaes
may range from one to several years.
One of thie most common patterns of cross~age
peer involvement is interyrade tutoring. One
example of intergrade tutoring is when upper-grade
\‘\M . - elementary students serve as tutors for students, in .

the primary grades. “ Although there are exceptions,
’ interqrade tutoring programs usually involve tutors
. .’

1

1"I‘he‘terms used here are taken from Melargno. (1976).
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at least three years éider (three grade levels

above) their tuteas.

In_ inteérechool tutoriny, learners at the junior
or senior high school level may work with elemen-
tary-level students. The age differential between
tutors and tutees in this type of program is of ten
no greater than in intergrade tutoring. Interschool
tutoring, however, often presents more challenging
practical difficulties than intergrade programs,
since it of ten jnvolves students in different build-
ings with different daily schedules.

In some Lnterschool progra , students from .
Aifferent educationdl systems miy be involved in a
peer teaching or tutoring project. In a program
(Martin & Berka, 1980) described later in this vol-
ume (ses pp. 72-73), bilingual Spanish-English e
undergraduate students in science and- enginoerinq _
taught sciencd to Spanish-dominant elementary stu-
dents (K-8) enrolled in a transitional bilingual
educational program. ‘ ,

A third basic pattern of cross~-age peer in- .

volvement is informal tutoring, in which older stu-

dents supervise or participate with younger students
in out~of -classrdom activities. This kind of peer

. involvement often grows out of intergrade tutoring,
_but it need not. Examples of informal tforing are

the "buddy system" or "big brothor"/”big sister”
programs that many schools have developed to provide
for students with social, behavioral, or other non-
acadenic difficulties. . :
Peer involvement in language learning can: “be
described .to soms extent, but not completely. in
terms of these basic patterns. Thiég gtatement is
particularly true for second languag:g\oarning
because loarning a sacond language is not the same
as learning content subdacta. In other subject
areas, skills can ‘be roughly correlated with grade

" Jevel: 8ixth ‘gradeys tend to have greater skill in

mathematics than third graders do. Proficiency in a
nonnative language, however, is not directly con-
nected with age (grade level) to the same extent.
While students at any grade level may. differ con-
siderably in thelir academic.ability, “the. dirforence
i1s generally not so great as the difference betweon

Ly
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a’ native speaker of a language and a learner of the ! -
same age with limited proficiency in the language. . .

As a result, peer involvement programs in o
language learning should consider both the age of
participants and their level of proficiency. A peer ; .

¢

tutoring program in which native apoakora tutor T e

. sacond language lsarner agS peer® is ‘not identical

to same~age tutoring programs in content areas.

_Conversely, second language classes are of ten made -

up of learners of different ages, and the in-class ‘
peer involvement activities that are designed should o o 1
be based more on the shared level of proficiency of
tha students than on age differences among them.
For these reasons and others, in describing basic C,
patterns of peer involvement in -second and foreign
language learning, the terms 'aame-levol“ and
"cross-level® ("level® referring to proficiency in’
the target language) are used.
Table 1.1 lists patterns of peer 1nvolvomont in
second and foreign language learning and explains .~
how the various patterns should be understood.

LAl
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SAME-LEVEL

‘Intraclaés (designed for use within a second or

foreign language classroom; all participants are .
learning the same target language and are at
about the same level of proficiency.)

. *
NNS-NNS

2
CROS8-LEVEL . e,

Same age (fluent'spcakors‘ot the target language
serve as peer teachers or tutors for age peers

. with limited proficiency in the language; an

- eaxample for second language learning is the use
of peer tutors with students of limited profi-
ciency who have been mainstreamed, while in o
foreign language learning the use of interna- o -
tional students as peer tutors is -an examplé.) .

N5-NNS

Intergrade (older, generally more proficient
students teach or tutor younger learners.)

' NNS-NNS or NS-NNS’

Reciprocal (two groups of 1oarners, each fluent in
one languaqe and each with limited proticioncy in
the language of the other group, serve altor-
nately as peer teachers or tutors for students in
the othor group.)

NNS=NS

"Informal® (more fluent, generally older, learners
engage in activities with less fluent learners ——
that are primarily intended. to help the less pro- »
ficient learner integrate socially and academic-
" ,ally into’ a echool sétting; less explicitly built
around language development activities.)
NNS«NNS or NS-NNS

Table 1.1. Peer ihvolvement patterns in second and
foreign language learning.

Note: ‘NS = native or fluentnspohk@r: NNS = learner,
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In this chapter, same-level, intraclass peer in-
volvement activities are examined, ' These activi-
ties, for students in the same classroom and at the
- same level of instruction, are relativoiy easy to
design and involve considerably less procedural
planning than cross-level peer involvement.

Some activities can be used. for peer teaching
or tutoring in the traditional sende, such as having
students serve as "respondents, informed sources or
monitors" (Kohn & Vajda, 1975) for each other. In
such peer-mediated activities, one or more students
take on a role that is.ordinarily agsumed by the
teacher, Mora advanced students--or students who
have learned a particular teaching point especially
well--work in pairs or small groups with less
. advanced students. Another poasibility ie for pairs

of students to alternate as "teacher" and "learner.,™
Other activities can be more suitably thought of as’
opportunitiea for students to learn cooperatively
through their’ participation in a pser-directed
activity. Through students': participation in activ-
ities such as games and problem-solving tasks, and
through efforts to communicate meaning through the
target language, fearning can take place despive the
absence of a “teacher” or surrogate, '

Peer involvement activities in the second or
foreign language classroom can also be catoqorizod
according td the role they play in the overall
classroom teaching and learning process. ‘Some are
intended for périodic use in the classroom, as an
occasional change of pace or .upploment to frontal,
teacher-directed activity, Others are ongoiny in

25
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nature and are a central feature of classroom orga-
nization and the classroom learning process. In’ |
both casas, but particularly in the event that peer
involvement activities will be used extensively in
the classroom, these activities offer important
benefits; at the same time, however, they demand
that teachers reconcils themselves to playing a
gomewhat different role than they are normally
accustomed to in wholo-claas activtty under. their
immediate diroction.

Evan when they conatitute a modast propor tiog

of overall classroom activity, periodic peer teach- '

ing and tutoring activities can provide a number of
benefits. All students enjoy variety in the clasg-
. room, and the opportunity to interact with peers can
relieve the monotony of whole-class, jeacher-
diracted work, Even the most inspirational of
teachers can become a numbing force in the cladsroom
if students are exposed to nothing other than
teacher-led drills and exercises. In addition,
there will inevitably be times when, despite the \
obvious need for additional practice, teachers will
feel compelled to move on to new material; addi-
tional practice that whole-class teaching cannot
provide economically can of ten be derived much more
efficiently from pair and’ small-group work. ,
Finally, peer-led activities, even if used only
occasionally, may be the best vehicle for stimu-
lating communication in*the target language; com-
municating with peers is a natural--more "authentic"
--getting for the use of language, and students who
are reluctant to perform in front of an entire
classroom may be quite willing to express themselves
to a fellow lang@age learner.

As an integral part of second or foreign lan- "~
guage 'classroom activity, peer teaching and tutoring

provide these same benefits, along with other advan-,

tages. Learners come to rely on their peers and
develop a sense of rooponaibility to their peer
partners or group. Pair and qroup activities can
help wean learners from excessive dependence on the
teacher. BSome activities, such as peer correction’

and yproofreading, can develop types of abilities and

26 . o \
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" awareness that learners all too often abdicate to

the teacher.. . .

It must be quntod'oy€? however, that the very
nature of pedr involvement activities makes it dif-
ficult--and in many cases impossible~-for teachers
to" monitor averything that takes place in the class-
room. Much of the initial resistance of teachers
to learner-~directed work stems from the fear of

losing control of the classroom. Nothing seems to

express this general fear better than the frequent
criticism that peer-led activity will generate too
many errors and will produce too much mislearning.

7. This criticism is not totally inval¥d, but it
“is much less accurate than many teachers might 'F
su.pect. First of all, errors are not so univer-

» sally dealt with in teacher -centered instruction as

many teachers believe; no teacher can simultaneously
monitor the performance of each of 30 or more stu-

1 dents in unison work; furthermore, research has
#hown that even whon teachers detect ‘errors, they do
not always choose to treat them. Most error treat-
ment Ln large-group instruction is selective; teach-
ers use a large number of unconscious criteria to

- . decide what errors to correct and what errors to

ignore. Thus, to characterize teacher-directed
instrgction as activity in which errors are uni-
formly dealt with, and pmer-led activity as fertile

* ground for the production and spread of incorrect
- » performance, 'is to create a false dichotomy.

A second point to be made in this regard is
that many offoctive er-directed activities are of
a highly controlled nature, One widely used form of

peer tutoring in the classroom 48 pair work in which

a somewhat more proficient student A4rills a less
proficient learner. ‘The “"tutor" leads the "tutee"
in exercises fgr which answers are provided. The
more proficient learner in each pair, then, can pro-
vide for the less proficient learner precisely what
the teacher provides, but in a more intensiye-form
than any one teacher can possibly provide to each
of a dazon or more utudenta who need focused, manip=-
ulative practico.

For those more communicative activities in
wifich errors are more likely to occur and in which
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ldentlflcatlon and treatment of errors are more dif-
flcult, the production of errors and breakdowns in '
communication must be accepted by teachers as an
inevitable- -consequence of learners' attempts to use
the language. This, is,not to say that concern for
formal accuracy ahould be entirely ignored; as has
recently been recognized (see, for example, Higgs &
Clifford, 1982), attention must be given to both
fluency and accuracy in the classroom. Nonetheless,
the acceptance of communicative proflclency as a
goal of language classroom instruction ontaLls an
acceptance on th‘ part of teachers that students'
attempts to use their developing language ability
cannot take place without occasipnal,” and sometimes.
‘frequent, errors. ‘This fact, however, is not unique
to peer-léd aczivlty; it is a product of the kind of

~activity in which students are involved, and ‘much |,

less the result of a taacher's presence or absence.
‘ 'In summary, peer involvement in the classroom
has the following advantages:

. @ It can provide increased practice oppor-
tunities, Students working in pairs or groups can
receive more intense pracdtice with the language than

‘'students who must compete for practice opportunities

in teacher-directed drill work;

o It is a time-efficient means of exposing Wtu-
dents to activities in which the teacher does not
play an indispensable role;

-

e It is a more appropriate format for many
activities involving cqmmunication in the language; .

there is, as Russo (1983) puts it, an "inherent com-.

_munication bias of grouping®; and

e It fosters students' reliance on themselves
and .other learners and thus prepares students for
the responsibilities in language development that
‘they will confront in the community outside the

.~ classroom.

In the next section, sample activities that
oncouragg&poer involvement are discussed. Activi-

8 N
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ties are 51vided into three categories: pair work,
small«group work, and activities in which one or

' more students interact with the rest of the class,

It should be pointed out that for reasons of
space, only a few sample activities are suggested
for each category. These are to be regarded as
illustrative of what can be done; by no means do : .
they ‘exhaust the rangs of possibilities. In addi- o
tion, the focus 48, with some exceptions, on peer ‘
involvement activities that can be used as is or -
udaptod to lower levels of instruction, since it is
with beginning and lower-intermediate students that
teachers tend to rely on frontal, whole-class

instrugtion and fail to consider the possibility of °
- peelfjpediated, peer-dirgcted activity.

- ' '
PAIR WORK

——

Pair  work can be a highly_effective'format for
intensive practice with specific points of grammar -
and vocabulary., When it is done in the classroom, N

it is most productive when done for sliort periods of .
© time. For example, students might be paired for a - . ’

few minutes at the beginning of a class to drill
each other on material dovered in the previous
lesson or to review dialogues. The sime pairings
can be kept for a period of time, or students can
have a new partner for each class according to a - /
rotation system, :
The Dyad Learning Program (Pack, 1977) is a set

‘of materials for ESL students that suggests how peer

tutoring can be used in conjunction with tightly
controlled, teacher-determined goals and activities
for intensive work in grammar. These materials can

_be put to a number of Aifferent uses: They can be

ugsed in class by all students in the early ‘stages’ of
instruction, they can be used by students who need .
remedial, {#ecpnmunicativo practice with the.pasic
grammatical elements of English, or they can be used

. for out~of-class reinforcement (in the latter case,
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< : .
providing a much more interactive alternative to ,
language lab drill). - : '
The materials focus' on three areas of diffi- / *
culty for ESL learners: prepositions, pronouns and
determiners, and verb choices and forms. Each of
these areas (which were identified as problem areas
by an analysis of errors in ESL udents'niﬁhposi- '
tions) is treated in a separate volume., ¢h volume
has two parts: a set of multiple-choice completion '
exercises without answora—-the *student’'s” or
tutee's materials~-and ‘a similar set of exercises
with answers provided-~the tutor's part. Each exer-
cise is designed to have students choose from among
two to six potentially confusing choices, As the
tutee proceaeds through each exercise, sthe tutor pro- .
vides immediate feedback on the anqwd?a given. Each , ' .
text is divided into groups of exercises; before
moving on to the next -group, the tutee must be able
" to complete exercises in the'previous'group without
error, - eN o
The materials were designed to be used by pairs , P
of students who would alternate in the roles of C I
tutdr and tutee, but they could not be used equally v
well in pairings in which students play either the <
role of tutor or the role of tutee. ) :
. Materials similar to those in the Dyad Learning
* Program can be used successfully in pair work to : &
* provide students with practice in producing correct = -
forms. Pair work is also effective for activities . SN
in which learners mist relate form to meaning; that - B B
is, in activities in which, given directions about
what to produce, students must produce a peaningful
and in®elligible utterance.
"Cued dialoques" are" an example of an activity N
~at this stage of instruction for which pair work is
an effective format. Each learner in a pair is ,
" given a card on vhich instructions are written for L
the 1ines thaﬁ learnér will produce in a dialogue ’ ' BN
(role cards can be produced with options at several - U
points, so that learners can make choices that add
an element of ‘bvriginality to each cued dialogue that o
a pair.of students produces). Mi ekample of a cued _ v
dialogue is provided in Table 2.1, - '
. N /‘ _ : "

e
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gtudent ) Student. 2 / )
——— . o ——— . :
You meet Student 2 in a " You meet Student. 1 in a .
gtore. atore., : _ : ' “
.1t Greet Student 2.i 1 )
2: Greet Student 1. Ask
how he/she ‘is.
1: Tell Student 2 you 1: : \
are fine (0.K.). Ask )
Student 2 if he/she f \ -
has time to go for a " ‘ ! |
cup of aoffee (take a . '
walk in’ the park, go ‘ _ ]
to.X's house). v -
21 . 2: Say you ‘would like to
(are gorry), but you
have some other . o
) errands to do (have '
. - to be home in a faw
- minutes, must meet
your brother/sister
~ in five minutes).
. Ask if Student .1 is
. free this evening.
o )
1: Say that you are 13 v
planning to study. ' . _
Ask Student 1 if . .
he/she would like to {
study with you. .
, /’
2: 2: SAy that's a good . \

idea. Tell Student 1
you'll call after

. ‘ dinner..
1: Agree with Student
1's plans. N
.Tablé 2.,1. Cued dialogue. ’
" .
A
, Y
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Cued or directed dialogues such as this are an

'excellont preparation for more open-ended dialogues

and role plays, " Littlewood (1981, p. 14) provides
an example of a cued dialogue in which each learner
is given communicative functions to express, but
relatively little in terms of spedific content -(see
Table 2,2). _

Partner A C Partner 'B i

~

" You meet B in the street, You meet A in the street, -
. : ! a

» .
A: Greet B, ' - . As .
o P } -

Bs ' o B: Greet A,
Ai" Ask where B 13 going. A:
B: E B: Say you are going for.

S 5 a walk.
A Spégest somewhere to \ A:

go together, '

B: ' _ ' B: Reject A's suggestion.

qstion.

\ .

A: Accept B's suggestion, . A=i:x i

*

B: _ : B: Express pleasure,

\i Make a different sug- - -

Table 2.2, Cued dialogue with minimal specific
content,

- Pair work is also an 6£fect1ve format for come
munication activities. The essence of such activi-
ties is that "the teacher structures the situation
go that learners have to overcome an information gap
‘or/ solve a problem" (Littlewood, 1981, p. 22). The

_ :&arnors' .task is to use what target language abili-

es they péssess to communicate meanings, and the

 success of their efforts will be reflected by their

ability to achieve the.goal of the 'task.

+
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| Iqéntityinq a Hnnbc'r'ot aBet . A ’ . 2

. ' . The first example of & communication activity - v
~ suitable for pair work:is when one ! arner is given
" - & set of pictures that are similar in content, but,
N s differ from one another in one or more details, ap
' .in Pigure 2.1, In the drawings, the color of the
. curtains, the number of chairs, and the position of
“the radio combine to create & set of different -

. scenes. .
‘*' ,.
)
, \.
f N
- -
. & ' ' . l - -~ .. . .
e - Figure 2.1, Identifying a member of a set.
Note, Prom Communioative ~Langua§é_ Tcpvhing;:An “
Introdustion (p. 23) by W. Littlewood, 1981, Cam-
bridge, England: Cambridge University Press. Copy=
right © 1981 by Cambridge University Press. )
Reprinted by permission. = - L ‘
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_ Another ‘learner is given a duplicate of one of
the pictures and is instructed not to disclose any
information about the picture to his or her partner
until the activity begins. Then, the second learner

may offer information only in response to questions
Yom the first learner, whose task it is to identify .
which f the drawings the second learner has. The
arner may be instructed to ask only “yes/no"
ons to make the task more challenging, 1In _ °
+ depending on the kind of’ questions . that are:
allowed, this activity can be designed for students -
of many different levels of language instruction.

Recreating Patterns o N ot

Each of two learners has a gheckerboara cbn—
.sisting of nine squares (three by three). Each T
learner has a set ‘of objects, the yords for which

they do not know in the target language, Ohe o A

learner must choose n;ge objects and place them, “one .
to a square, on the. chdéckerboard. The learner must

then communicate ‘to his or her partner, who cannot o )
see the tirst/I;arnor 's theckerboard, which object < d
to place im which square. The second learner is . "

. allowed to ask questions and'.to provide any feedback -

necessary to indicate that he or she has not under- S
od what to do. The goal of the task is to have Lot

the second learner place the cbjects on his or her . s

checkerboard .in exactly the same fashion as the ] o .

first learner has done. ' L
There are many possible variations.on this ac=.’ o

tivity, of course. As described, the activity SR

demands that learners use their ability to express : e

spatial relationships (including prepositions). A

picture that serves as a- background setting can also U . .‘ '

be used as a game board. For less advanced learn- R

ers, the objects can ‘consist of nothing more than . . ". 3 ~

" different basic shapes of differen# golors and can -
provide practice in identifying objeats hy shape and
color.  When learners must communicate 1n£ormation

about' objects thdy do not know the words for (and .°~ -
these can be simple objects such as a hairpiny a = - -

' seashell, a plastic worm, a luggage tag, etc.), they
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ot ao on a mqf “duntained basls what ! many students

¢ must put thelr target languaga ability to upe tb-
describe the object by paraphrase or cimcumlocutlon; ‘ o
this can provide a convincing demonstratiop,.for SR I S
' learners of the need to make vbcabulary oxpahsion an ’
Almportant part of their languago-laarning agenda.

. .o X . . - T
. v’ . ‘ [ .
3 . . 3 . .

‘Pooling Information

- ® A communication task that demands more equal
.conthunication on the part of the two participants--
that is, in which each participunt mubt both. request
‘and furnish information--is jllustrated by the map-
reading exercise reproduced in Figure 2.2. Again, -

-the task can be varied in Aaifficulty by. increasing -,
or decreasing the amount of information shared by -
the two participants at the beginning of ) the task. .

, Mention should be made of th ' value of pair. :

- work outside the classroom. Particularly for ,activ-"

ities that require more time than a teacher may be
willing to spend in the classroom,'pait@ubrk can be

' ugeful in encouraging students to continﬁe\their
language learning efforts -outside the classroom. s

_ The possibilities range from practice with tight1y~ o I

controlled materials or exerciges created by the

teacher to learner-selected activities (games such . -

as "Hangman" or lotto can be very useful for skill- ' e

building in spelling and vocabulary). (One way to ' o '
implement student-structured pair wor is to encour-

age students to forp study couples or to assist stu-
~dents in selecting a peer to work with over the : .

course of a semester (Gaudiani, 1981)., Students * "

paired on the basis of similar interests or some ) - o

" other factor (for example, in ESL olanaea, on the

basis of Aifferent native language backgrounds) and
working together on a sustained basis gain a eense
of ruponsibilitymf esach for the other and are
encouraged to pgithe target langyage for communica- °*
tion. As Gaygfifin} (1981) has pointed out, partici- .
‘pation in palé ok of this sort’is net likely to be , - ‘ .

do occasionall anyway. o | 'f ' 1 ‘u&\
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Figure 2.2, Map-reading eéXercise. The instructions say, "You and yqur partner have ’
different maps. ... Ask your partner how to get to the [followinql places” [for partner
with Copy A: the ‘hospital, the garage, the supermarket, etc.; for partner with Copy B:
~ the sporting goods store, the drasg shop, the hardware store, etc.).

Note. From:Communication-Starters (pp. 41, 43) by J.M.B. Olsen, 1977, 'Hayward, CA{ The
Alemany Press, Copyright © 1977 by Janus/Alemany.. Reprinted by parmiasion of the . :
publisher and the author‘. : ‘ - =
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* SMALL~GROUP WORK

Small-group work is recommended by virtually
all recent handbooks and methodology texts for lan-
guage teachers. The interest is justified, because
the small-group format is well suited to a range of
activities from controlled precommunicative practice '
to decontrolled communicative activity. ‘ .
Many exercises and tasks suitable for pair work
can be adapted to a small-group setting. in addi-
tion, some attivities are uniquely appropr ate for ¢
groups .of three or more students. These include the
following. S . '

’
-

‘Personalized Questions and InterViews”

"Conversation carde” and “interview cards,"”
described by ‘Bonin and Birckbichler (1975), enable
small groups of Students to use their developing ot
language proficiency to-talk about thems¢lvas and to ‘
share their interests, fealings, opinians, and
experiences with fellow students. They are most
apptopriately used as an intermediate stage between
controlled questiqn-anawer'activi%ias typical of
whole-class instruction and unstructured activities
in which students must both formulate and answer

>,

questions entirely by themselves.: o
Conversation cards are used:

: fﬁ‘:;REunction with materials in the text-

\ ' book. They exploit either a topic and its o '

‘ related wvocabulary (e.g., sports) or a = L :
grammatical ncept ... or a combination ~
of both. ' For‘a given topic, whether lexi-

» "cal or grammatical, three cards have been

' prepared, each containing five to ten

- . questions. PFor each subject, an attempt

. ' is made to have three diffaexent sets of L

‘ ‘ : .- questions on the same topic, and to

approximate as closely as possible the

natural progression of a conversatiop. No*

instructions are given about the content

37 e !
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: of the answer so that students can give
o either general or personal answers.
(pp. 22-23) . .
These “"personalized” quest&ons can be presented
. in Adifferent formats depending on the ability level
‘( . 9! the students. For beginning students, they may
\ /—bo posed as_direct questions--What time do you yev
1~ * /s up on weekdays?, what do you eat for breakfast?,
’ What time do you leave for 8chool?, Whut do: you like
' tv eat for lunch?, and so forth; for more advanced
students, they can appear on the conversation cards
as directed dialogue--Ask your conveérsution partner
o when he/8he gctei' up on%:daya. and so on, For -
/g- : even more advanced studeMEs, the duestions can be
' o more elahorate; students must not only answer a
/ ‘question, but must aliso explain or justify their .
L, answer, For example, for activity focusing on
. ., ifeclauses, students can bs told to, Ask your partner
: what he/eshe would do if he/sheé had §10,000 dollars
' and why or A8k your partner what he/she would chanye
i he/she oould change his/her pergonality and why.
Students do the activity in groups of three.
‘One student asks another student a question, the
second ‘student answers, and the third student,
‘1{stens and provides assistange or comments on the
wanswer., Students in each group ‘take turns asking,
answering, and commenting on answers. In classes in
which a number of students are considerably ahead of
the othersq the more proficient students could be
used primaaly as monitors for this activity; that
is, they can play the role of listening to and com-
menting on. (correcting) the efforts of the other
students, ' | -

. Interview cards, unlike conyornation ‘cards, are
~not tied to any particular .text material and do not
focus on manipulative control of specific items. of
[ grammar or vocabulary. Instead, they are used o

enable students to elicit information about their
peers--their personal background and interests. As
with conversation cards, the nature of the direc~
_tions given.to students varies.with their ability.
" Por beginning students,. questions may be’proyided in
precisely the form they should be gsked, for a

18
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Sentence;Chalninq and Expansion

"each student must add one additiopal item: He went
. to the store to buy 8ome eyys and & bottle of milk,

A game-like atmosphere is created when each group

. B}EST-COPY AVAV.LABLE '

4

'oxamplo, What's your name?, How oLd ‘are you?, What

18 your address?, and so on, At an intermediate
level, directions gould take the form of: A8k X

" what hie/nh®v name ie, Aek X how old he/she is, 4pk:x

wnat nis/hep address is, and so on., More advanced
students might simply be given the nature of the ‘

.information to be obtained: Ask X his/her name,

aye, address, qtc. .
. Convoruation ,and interview cards provide stu-
dents with the opportunity to do in small-groups-~in

a more authentic setting thdn the whole classw—-what !, ‘

is often done under the control of the teacher,
pser~-led format suggested by Bonin and Birckbichler

"(1975) maximizes practice opportunities and encour-

ages learner participation in apklng for, providing,
and judging the comprehensibility of information.

.t

. L |

- Once learners have learned to produce particu- _
lar grammatical forme, practice can be extended to - T
the production of original sentences. In sentence- :

" chaining, the group starts with'a model sentence .

such as At ezx~thtrty,*Mhry woKka up. Each member . of
the group must produce a sentence similar in form
that continues to narrate the evants of the day,
such asi At 8even, she had breakfast, At eight, she

went to 8chool, At noon, she had lunch, and so.on,

If desired, the activity gan be based on information
provided to the group, such as.a table, chart, or
set of pictures. :

In sentence expansion, the group must start
with a model sentence and ewpand it. 'Thus, given -
the sentence Hé went to vthe store to buy 8omé 6448,

He went to the store to pHuy 8someé éygs, a bottle of
milk, and five pounds of eugar, and so fot®h, Sen- . o

" tence . expansion i-~unofu1'tor reinforcing new vocab- .

ulary (particulary vocabulary related to the sanme
domain) and developing students' short-térm memory..

\ BN
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_attempts to produce the longest (but grammatically
accurate) sentence in the class. . - '

v Reconstruoting Sequences . . | : /

A problom-aolving activity that can be used in
D ' group work is the "strip story," which involves
. . having each student in the group possess information
. that no one else in the group has, thus generating .
v goal-directed cgmmunication (Gibson, 1975): "
The teacher selects a story or anecdote
which has the same number of sentences as
there are ‘students. Simple sentences can ¢
/ be combined or more complex ones broken up : ,
to make the appropriate number of senten- v ' , i 7
ces. The sentences are typed and dittoed | | |
with extra space betwaen each sentence. " ' '
One-copy is cut into ‘strips, with one sen- o
"tence on each strip. - In class the senten- b |
ces are distributed at rand0m to the
\\ , 8tudentg, who are then asked to memorize :
their spntences.... Students are not . '
allowed to write anything down or compare : o 1
. sentsnces at this time. After the senten-°® : o’ .
; : . coat;re memorized, the strips are thrown : ~ _ i
it away.... The idea is to have each student o
N bocomb the sole source of one piece of .
.  «information. ® Being the only source of his . )
sentence will force each student to mpeak ‘ e
e at least once. Thus everyone is required
() ‘ “to particjpate in order to solvs the . -
problem, Next the gtudents are inttructed ’ ‘ \
¥o find out exactly what the story is ’ » . . !
/ without \n‘iting anything aown. (p. 150) T
: The key tb this activity is that the group's
success in roconstructing the story depends on the .
contribution of each member. This is why studsnts
are not .allowed to retain the strips; without the
written santences, no single student complete
. the task for the whole group, and each member of the

¢ "
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‘ L group must work to provide information and to elicit
information from the others.

~ ' pecision Making b". a

Many of the 1nteraotions of daily life involve
' lproblems that -have more than one possible solution,
: ' Given certdin information, a group of individuals.
B 3 : must work to find a solution that is, to the ‘extent
| . possible, satisfactory to all. -
* For mare advanced students, a number of commu—
nication tasks simulate “real~-life” communication
» in this way. These are problem-solving tasks in
which learners, all presented with the’'same informa- o ‘
_tion, must discuss the merits of various alterna- ok
- tives and reach a group decision. According to , '
o , Berns (1984), activities of this kind are becoming -
: increasingly popular in language classes for very . " -
good reasons: : ' ’
They respond to the need for learner-
1’ centered .activities, but do more than
' that. They also provide the ogportunity
for learners to ,express meanipg, using the
: meaning potential they have developed up
K . to that time, about a specified content,

‘ ' ! Thus, the ideational, interpersonal, and
textual functions of language come
togethor «e. learners have to focus on

. meaning and have to contend with the '

\ possibility of not getting their meaning

' - across., 1In addition, the unpredictability

\ of discourse’and the VAriabl®& relationship .

\ L between form and function are accented .... . Poe .

N Because of these features, [a problem- . ~
\  smolving) exprcise, if done without teacher .

» ' intervention to correct errors (except ~ N e
/ .o those that are~an-/obstacle to the eéxpres- ' .
\.  sion of moaning), providca for interac- . g

" tion among atudentz to an optimal degree. I

.”‘ (
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‘ ' _' | v Exaﬂples oﬁ’nma114group discussion and-deci=

also contain

“written reaction” section, in which students record

. the conclulions of their discussion and do two other

exercises related to the topic, ahd a "vocabulary”
section, in which key lexical itemg are defined).
The second '(Fig. 2.4) is less strudtured; students
_are simply presented with information and instructed
. to list the reasons for and against \doing the heart
' . transplant on each of ‘the six potential recipients.

Activ#tlos such as "Wwho gets the| heart?" can bé

particularly effective in ESL classes, vhere stu-
dents of various cultural backgrounds ‘can offer aif-
ferent petnpcctives and values. Care *ust be ' taken
by the teacher, however, not to present an activity

of this hlnd to students whose target language abil-

ity is insufticiont to allow them to Adiscuss the

issue.,
For/lower-lovol students, lma11~gro p discus-
sion more narrowly focused on.apacitic nts of

grammar ' and %oqabulary can be devised. e ‘group:
task in]Figd e '2,5 comes from a unit in a|textbook
(dosiggrd foy first-year secondary school \Yugoslav

learners of Rnglish) in°which comparative iand
»superlative forms of adverbs and adjectiveb, the

use of ‘modals to make suggestions and recommenda-<

tions.‘and the cqmmunicqtivo functions of king'*"‘

‘comparisons, ‘making suggestions and justitYing A

recommendations are the main teaching points. This
% - exercise, appropriate for lowel-intermediate and

intermediate students, illustrates how dghall-group

2

tasks can be devaloped to provide students with the
- opportunity to use what they have learned in whole-

class instruction in a semicontrolled communicative
activity.,:

i N ! kY
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& ._I».Amooﬂhthwmuﬂordw‘ . .

tmahmmhmmmmmm,ﬂ)mm.‘w
o : @ food. Put these Hems into thew categories. - :

ommmwumawmmmawm
. | mmvmmmummw«mmmmm
© the service sation? _ B
. lc«ammamymmhmhummwmmvmm.

N

Figure 2.3." Small-group disgussion activity. .

- _ . Note. FProm Reaot Interact: Situations for Communi- | .
" oation (p. 23) by D.R.H. Byrd.and I. Clemente- - o o

: Cabetas, 1980, New York: Regents. Copyright © 1980 o L
, o\ : by Regents Publishing Company, 1Inc, chrip?d by L o \
R ~ . permission. o . A : o SR
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Unit 8 Who Gets the Heart? Conclusion of hesrt transplant teams
+Read: You sre members of the hesrt transplant surgery 3. Pranklin Johns, wale, age 42. Mr. Johns, s resesrch
team st s university hospitsl in Washington, D.C. At scientist at George Washington University, is the ‘
‘the moment, you have six pstienta who desperately need leading authority in the world on bacteriologicsl dis~
i 8 trsnsplent, {f they sre to have any chance of living. esses. e is unmarried. .
All six phtients sre clsssified as "critically 111," Reasons he should receive the hasrt:
; and could die st any time. ‘2
| You have just received the news that the heart of Reasons he .should not receive the hesrt:
| .8 16-year-old boy, who was killed in an aut accident, _
has becoma availsble for transplsntation. peed is Oonclusion of heart transplant goqa’
| extremely importsnt as ypu decide which of the follow- <
| ing patients is to receive the heart: pnot only might ¢. Carlos Wahnon, msle, .Age 10. Carlos, the son of
: one of the pstients die, but also the donor heart will _ the Venezualan Ambassador, {s a studant in an elemen-
‘ soon begin to deteriarate. o tary school, When he grows up, he wants to be a dvco-
) tor., . .
" Consider: /(1) The sge and sex of the donor has no rela- ___ Reasons he should receive the hesrts
tionship to the sge snd sax of the recipient. In other . .
word,. the heart of the 16-year-old boy would work well ‘Reasons he should not receive the heart:
ir s 350-yesr-old women. (2) Rank the patients in order: ;
1--first to receive, 6--last to receive. . Conclusion of heart transplant team:
pecide: - 5. 7. Lincoln Bradley, male, sge 65. Mr, Bradley is
Patients: . the Vice President of the J.S. He is the father of
1. Jonss Kasperak, male, age 55. Mr. Kasperak {'s em- three grown children, and tha grandfather of five, .
Ployed as a steelworker. He and his 47-year-old unem~ - -Reasons he should receive the hesrt: ’
ployed wife have seven‘children (sges 8-22). '
Ressons he should receive the hesrt: ~Reasons he should not reCeive the hearts
‘Reasons he should not receive the heart: Conclusion of heart transplant team:
t .Oonclunlon of heart ;ranlpllnt team: *6., Helen Jachnon,“f.ﬂllq, sge 39, Ms. Jackson, a re~
N . cent widow, is unemployed and on welfare. She has
hree children (ages 4, 8, 10).
2. Elena Rodriguez, female,.Age Ji. Ms. Rodriguez t o 8
. sings first soprano in the Washington Metropolitan . . Reasons she should receive the heart:
Opers. She is divorced and has two children {ages 2

and 3), Reasons lho should not receive the hesrt:

Rpllonk she should receive the hesrt:

.

Conclusion of heart transplant team:

| ' Ressons she should not receive the heart:

Pigure 2.4. Small-group declsion-making activity.

Note. Prom The Non-Stop Di’aouaaion woLkbook (pp. 31-33) by G. Rooks, 1981, Rowlaey,

Mass.t MNewbury House. Copyright © 1981 by Newbury House Publishers, Inc. Reprinted
by permission. ' , y
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Figure 2.5, Small-group discussion activity. ‘Na'te From Anglelki Jestik: l_ldbemlk
(pp. 139-140) by R. Knight, T. Kobilica, M.’ Knight, jand E. “Kolhr, 1982, Maribbr:_
zalo¥ba Ok orja.’ Copyright © 1982 by Zalozba Obzorja. Reprinted by permission.
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'SQUDENTdDIﬁECTED WHOLE-CLASS ACTIVITY

~

The use of learners to promote learntng in a
whole-class setting is widely viewed as an excellent

'~ . way to inject varioty into classroom activity. If

used in moderation, peer teaching of this kind pro- '
vides a change of pace while imposing minimal organ-
1zationa1 burdens on the teacher. . N
- An- example of this kind o£~yoar-d1racted learn-
ing is provided by Peeny (1981). A ‘copy of a draw-
ing or photo illustrating a dialogue or text that .
the class has been studying is given to each student

. in ‘the’ class. All students, including the one who

will act as peer teacher, are assigned to write six
questions (and the corrcdbonding answers) on the
centent of the drawing or photo. In addition, each

' student writes six false statements about the illus-""

, . tration. All students except the one -designated as

peer teacher prepare these questions, answers, and
false statemerits as a homework assignment) the peer

'9, teacher's work is corrected by the teacher ‘at the _
beginning of the’ next class.

, The peer teacher then c&nducts'the claas for a
period of between 15 and 20 minutes. The student
réads the false statements he or she has prepared;

,wﬁﬁﬁfﬁhe rest of the class is responsible-for correcting
" the statements (although students are not allowed to

‘look at their own writth work), 'The peer teacher
then poses ‘the questions hé or she has prepared and
calla on gtudents to answer them, .
The mhain virtue of this activity is in the oral
practice it provides. Even students with less oral
fluency than their peers can succesafully lead, the
class in this dctivity, since the key to the activ-
ity is not the- comploxity of the questions the peer

_teacher asks or of the false statements that the

paer teacher presents for correction; rather, it is
othe relevance of the questions and statements to the
illustration (and to the text or dialogue to which
the illustration is related). A simple question may
be as useful a vehicle for reinforcing new vocabu-

:'laty as a more complex one.

w There are other obvious advantages. - The stu-




NI}
. .

dent who will serve as the peer teacher is likely to
be more conscientious about preparing for the task,

‘and the rest of the class will have the opporfunity

to see a peer communicate with ¥them successfully

 (even if within a controlled situation)., Whether it

is used only once a waek (as Feeny recommends) or
somewhat more of ten, the activity can be a very use-
ful step in bolstering students' confidence in usihg
the target language., - . . ' :

" Numerous other activities in which one or a few

students interact with the rest of the class can be

- used from the beginning stages of language instruc-

tion on up. Among these are the following.

] .

Games:  °
Many well-known games can be effectively, used

to reinforce basic elements in the language.  “Simon
SJ}s“ can be used for command forms; “Buzz" cah be .
used for practice in producing, numbers (students can
be instructed to produce either cardinal or ordinal
numbers), as.can bingo. "“Twenty Questjions® gives
students the Spportunity to produce "yes/no" ques-
tions. Lee (1979) offers many other games appropri-
ate for beginning and intermediate language classes,
along with useful suggestions for using games. in the
classroom. _ : *

- - Q.
Role Plays and Interviews : ' : ) '

One or a few students can be provided with .
information that allows them to play a certain role:
a reservation agent, a receptionist or telephone °
operator, a librarian working at the circulation
desk, or some other "expert." The rest of the‘class
is given questions that can ba answered from the
information provided.. The class records the infor-

‘mation given by the student(s) playing a particular -

rdle; af terward, the entire clasa can check the
accuracy with‘whichfthe inform&tion has been given,
" Such activities are particularly useful in pre-
paring students tOJparﬁloipa§9 in conversation outs

47
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‘ .gide the classroom. Students should be encouraged
to ask for repetition of answers they did not
understand the first time, to confirm what they have
heard by parlphrasing or repeating the answer, and
to inform the student(s) providing intormation when
thelir answers are not clear.
To illustrate this kind of activity, an airline |

timetable, a list of fares, and’ information of pro-
cedures and restrictions are given in Pigure 2.6.

, With this information, a student role=-playing an , ™

airlino yeservation aqont can provide classmates

with answers to questions such. as. the tollowing. b

Do you have flights from _ﬂ: o

How much is a one-way (round tri“juticket ’
from = to __ ? !

Do you have a tlight to © thaﬁ,arrides«
before noon?,

Do you have flights to - on Saturdays? .

Do the flights to make any  stops? ' ,

‘What's the latest flight from to é__?‘

Is there meal service on flights to __ ?

What's the cheapest fare for flights “to 7

Many pdditional role-playing activities can be
found in Zelson (1978?3 some can be quite eaaily
adapted for use in a whole-class setting. .. e

-

v .
AN \
‘. y .

Additional Ideaé"’ | S

e
v

The preceding examples of dxercises and activi- -t
ties that stipulate peer involvement Tepresent but a

small sample of what can be used in the classroom. L

.Many useful suggestions for student-directed gnd’
peer -mediated classroom work are readily available.

Teachers who wish to expand their‘roportoire of such .
‘activities might wish to consult Kettering (1975),
‘Dubin and Olshtain (1977), Olser (1977), Joiner and
Westphal (1978), $ittlewood (1981), Birckbichler
(1982), and Omaggio (1984).
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' PEER FEEDBACK PROCEDURES

‘ .- 4
. Part and parcel of many of' the activities L ,
described so far is the learners' responsfbility for .
providing feedback to each other; that is, to call
attention to other students' failure to communicate
a meaning successfully or, in the cage of precom- ’.
municative activities, to signal the presence of an
error or to actually provide the correct form. The
task of providing feedback, particularly in the case _
of written homework, is one that in most classrooms "
is automatically assumed by the taacher (Pack & Y,
Dillon, 1980) _ , _ < :
In the traditional classroom situation,
the teacher collects homework, checks it ‘ . .
and returns it the following day, at best.
By then, however, the student is con-
centrating on something else, so he barely’ K
_‘glances at the corrections- and he then
‘proceeds to make the same .errors on the .
next similar assignment. A very precious
moment has been wasted and, as a result, o :
‘the student continues to make the same - ' 1l
errors and' the teacher continues to ’ ' '
corréct them. (p. 11) _ | 1 f*

The "procious moment“ referred ‘to is the one at
which student motivatton is highest: the tirst S ‘ '
available opportunity for students to find out what
they have done successfully and what they have not
done successfully. Peer correction techniques are
an efficient way of providing more immediate feed-
back, which one teacher cannot provide to many .
students simultarieously. PFurthermore, as many advo- ’
cates of greater peer involvement in the classroom C
suggest, students can learn a great deal tha.’elve,
as they provide feedback/ to their peers,

A nugsber of format¥ for peer correction are
described here; each,of course, has particul
advantages and limitations,

50 | o .
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Student-Initiated Correction and Editing

At the beginning of a class, students work irf
pairs or small groups and compare their homework
(this ‘can be done by having individual students
exchange ‘papers or through joint d¥scussion), Areas
of disagreement are noted, and these are then raised
with the teacher. The teacher may circulate among
groups or may discuss problem areas with the whole
. o " class,
" One obvious advantage .to this format is that
. N the feedback process is focused on problem areas)
areas in which there are no disagreements do not
‘ generally lead to profitable didcussions. Another
advantage of this procedure is that in defending
their answers against those of their peers, students
’ . are able to reinforce their own understanding (even
- if this is done in part through discussion in the
native language) and can help other students under-
y : stand the errors they have made., In addition, the
¢ ' procedure can help sharpen proofreading skillls and
may 6bbviate the need for tesachers to correqt what
: are in fact only careless mistakes,
o\ A limitation of the procedure is that students
may not know how to approach the tagk of correctihg
a written assignment that is so deficient that it "
cannot be understood. Thus the procedure may be 5
most useful as a meang for providing peer feedback -
for essentially mechanical or quasicommunicative
tasks. For written work that is more communicative
" in nature--that is, that allows students consider-
able latitude in the choice of forms to express
meanings-~a selective editing procedure may be ‘use-
: ful, whereby students concentrate on correcting one
T or a few error types (verb tenses, subject/verb
‘agreement, pronoun reference, etc.) (Witbeck, 1976,
Pack & Dillon, 1980), |

-

4

. Teacher-Provided Cqorrettion. Used by Students
b ' ! '
‘ . A mote guided approach to the editing and cor-
‘\ ’} rection of student work done both in and out of.
- ' ¢lass is to divide students into small groups. One

\51 ) . ' . N ’ -
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student from each group checks his“or her work
against a tnacﬂor«proparod answer key (this can be
done before Class begins). Each of these students
then assumon ‘the role of the teacher in his or hor
small group\ N B .

' This procedure was ufed in the experiment in '
coopsrative learning desc ibed by Gunderson and .
Johnson (1980) (see pp. 54-56), and proved particu- .,
larly effective for the correction of routine work= "

sheet assignments:

Sovaral<uorkshoets .ware assigned with each
unit. Each student was responsible for
completing every assignment. The first
‘person in each group to cohplete a sheet
had his or ‘her papesr corrected by the
teacher. He or she was then responsible
for checking the papers of the other mem-
b*rs of the group. If there were nistakes

-

on the paper of one of the group members, ’

" the student indicated them and gave them

- back to the owner to corregt. If the stu-~
dent could not correct the mistakes, the
other .group members helped. Peer teaching’
was a constant activity. The corrected
worksheet was then turned back to the
corregtor, or to any ‘other student in the
group who had a perfect paper by this time
to put an 'OK” on.it. All worksheets .

. turned in ‘to the teacher for-a grade had
'beenchacked by doup members. (p. 40) )

-

As with student-initiated correction and
odlting, this approach to peer feedback has obvious
advantages: All learners aré wore immediately
involved in their performance; students develop ,
editing skills in connection with théir efforts on -
behalf of their peers; and learning problems are
perhaps more clearly highlighted than when the
teacher must wade through the entire worksheet or -
homework assignment of every student in the class .
The limitation of the approach is that it is less
effective for the correction of more open-ended

tasks) that is, assignmenis for which’ there may be a

52




wide range of possible ansvers or that entail com-
posing skills that even the best students in the
class areé not capabld of monitoring.

}

Activity-Based Peer Feedback

For some communicative writing tasks (and
' indeed for oral production tasks as-well), peer
feedback can be effectively prbovided in thé form of
overt peer responee, Examples of the kinds of. tasks
for which such pear feedback is both feasible and
desirable include the following. )

J

Composing written(or oral) instructions. One
_gtudent is shown a modél built of lego pieces (or
somé¢ other construction set); the student must pre-
pare a set of instructions for other students, who
have not sean the model, The succass with which the
students can use the written or oral instructions
provides meaningful feedback on the communicative
effectiveness of instructions. Variations on
this activity include directions for following a
route on a map and instructions for filling out
parts of a form not provided on the form itself.

_ Providing information for comprehehrsion. A
gtudent is given information by the teacher to
incorporate into a prepared oral presentation or.
written composition., Some of the information is
vital to questions that other students must answer
on the bagis of the oral or written report. The
guccess with which students can derive the necessary
information to answer the -questions provides direct
and striking evidence $o the student of his or her
ability to communicate meanings unambiguously;
mordover, any problems that arise can become the
focus of élqi::oom discussion,
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ONGOING PEER INVOLVEMENT IN THE BANGUAGE
" CLASSROOM: TWO EXAMPLES

: Many of the pd;r-di:octod activities described
in this chapter can bs ysad on an occasional or
frequent basis in }ho second or foreign language
classroom. While some teachers will choose to use

* guch activities simply as a change of pace, others
* will expld{t pair and group work more regularly, as

a follow-up to whole-class presentation of new
material, ' ' )

The peer feedback procedures described in the -
prcvious'zzction luj;qst a way in vwhich peer in-

volvement can be built into basic classroom proce-

dures. 1In the fina) part of.this chapter, two
foreign language programs in vhich peer involvement

" plays a.central role in the overall classroom format

are examined.

An experiment in "cooperative learning” in two
junior high school beginning French classes is
described by Gunderson gnd Johnson (1980). The pro-
gram was explicitly designed to discourage individ-
ualistic and competitive behavior and to stimulate
students' collaboration with their peers. 1In each
of two classes, 30 students--most of them highly
motivated--wers randomly assigned to groups of five
or six students (minor adjustments were ‘made jto"
equalize the number of males and fomalos'in.éhch
group). BEach group remained intact for a full tri-
mester; at°the beginning of the next trimes ter, new
groups were formed. Each group was given two types

" of responsibilities, acadenic and "housekeeping":

Academic respongibilities i:;éudec‘learn-
ing the French adsignments helping the
other members :Z the gro“F complete the
assignments suctessfully., Nearly all
learning activities were cooperative ...
activities centered around workshgets,
studying for tefits, group reports{ dia-
logues, pretests, and reviews. (p. 40)

T4
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Housekeeping assignments involved taking atten-
dance for members of the group, distributing and
collecting asslgnments, and cleaning up after class.
‘The extent to which responsibility shifted from the
teacher to students was especially evident in con-
nection with group-prepared, reports. Each group
worked on a report during -the trimester and was
responsible for planning the repdrt, dividing,the
work up among group members,” putting together the
contributions of each member of' the group, and pre-
senting the report to the entire class.
 Some intergroup competition was encouraged to
inject variety into cladsroom activity--involving
competitive games such aq'“Hangman,“ bingo, and 8o’
on--and. each student d4id one creative indlividual
project cach.;rimostoi. The grading system, how-
ever, reflected the emphasis on group cooperation
that was central ,to the whole program:

Grades were determined 50 Eercent'by the
student's individual work and 50 percent
_by the group's work. When a test was
given, for example, all students  would
take it individually. The sgoraes of the
group members were averaged to determine
the group grade. The student's actual
grade was then the average betwegn his or
her indlvidual grade and ‘the group's
grade, Besides grades on written work,
projects, and tests, students received a
‘weekly grade gor"not speaking English
dur{hl a designated period of time during
each $lass. 1In order to ensure that mem-
bers of a group helped each other repember
' to speak only French, the graé for not
N speaking English was again ‘50 percent
determined by the individual student's
behavior and 50 percent by the group's
average grade, (p. 41) - L

During the first three trimesters of the pro-
. gram, obsepvers vere struck by the amount of activ-
ity and the quality of learning taking place. The,
« studefits in the program were iil'plentlous in all

Pe




{_'A
-
3

- L

pha-os of amall-group work, and this attitude -
carried over to largo~group work. At the end of the

third trimester, a questionnaire was administered to.

the participating students. Among the findings werae
the following:

e 98 percent of the students indicated that
they wished to take a second year of French;

e 82 percent said that they preferred to learn
French in the cooperative group format;

e 90 percent felt that they learned by helping
others to learn, and 94 percent felt that they had
helped classmates in their group; o
i

e only 9 percent of the students felt that they
would have”learned. more by not being a member of a
cooperative learning group; and

e 94 percent of tha students felt that their
teacher, who had played a considerably more indirect
role than usual in much of the classroom activity,

#cared about their academic progress.

The extensive use of ﬁeer teaching in a- program
described by Barnett (1973) grew out of practical

necessity. The Foreign Language in the Elementary
School (FLES) Spanish.program she describes was
beset by many of the problems that typically -
copfront foreign language gepartments: uneven

enrollment at different grade levels, an overload of

students in one language (in thie case, Spanish)
over another, large class size at some grade levels,
and an’influx of both students who had transferred
from schools without a fofign language program and
pupils who moved from one language program to
another within the school.

' To many of these problems, peer teaching proved
to beé a partial solution. ' In Spanish classes at
aach of four grade levels (5-8), many classroom
activities were conducted in small groups of two to
fivea students (with one or two students in each

group serving as peer teachers). For these groups,

the peer teachers are those "who are ahead of most

A
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of thc clags in ability or in work covered or who
are simply ahead of their 1little group in [a] aspeci-
fic learning activity” (p. 635). .In grade 5, groups
stay together for relatively short periods; at other
levels, students may work in the same group occa-
sionally for uﬁ to a month,

This small-group format is but one ‘situation in
which. peer teaching is usad, Small ‘groups are also

used for the benefit of students” who are weaker, not:

just in one particular learning. activity, but as

-language learners in general, Such students work

with peer teachers. These latter are not always the
most advanced students; rather, they are students
who have themselves had difficulty as language
learners and have mas tered their problems,: Such

remedial groups are problem-centered; once.a studenth

has learned the skill being taught in one group, he
or she goes on to another. The group itself lasts
only as long as it takes for every tutee to master
the particular learning point for the group.

Other peer-mediated activities include the use
of one student to lead the class in games (through
whixh much of the drill work is done), mixed-ability
group work in which.a faster student leads the group
by teaching the rules of a game and then leading the
group in playing the game, and dialogue practice ‘in
a small-grodp format,

In addition to stresging the benefits that peer
involvement of this kind provides to students,
Barnett (1973) underscores the different, and in
some ways more depanding, role ‘that the classroom
teacher must play. The teacher must circulate among
groups to be sure that instruction is being carried
out properly., The teacher must also make sure that
the students serving as peer teachers are keeping up
with their own work. BSetting up groups demands a '

.considerable amount of clerical work, and the

teacher must meet with peer teachers to decide what
activities and techniques will be most effective.
In Barnett'- view, however, these new demands are
more than of faet by the gains achieved through peer

teaching. The .classroom in which peers are involved_

in each other's learning can:

s N
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reach more successfully ltudints of vary-
{ng abilities and linguistic dpvolopgpzt
levels., Within each class period ther

are several activities on virious laevels
taking place. It helps ... create a situ-

ation in which most students can achieve _

sucéess, (pe 637)
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[CHAPTER 3 CROSS-LEVEL PEER INVOLVEMENT IN SECOND

¢

~

The programs discussed in this chapter differ from
each other in many ways. Some are small pilot pro-
grams; others are established, large-scale programs.
In some, peer teaching and tutoring is highly-struc-
tured, with peer involvement serving to supplement

_ regular classroom instruction; in others, interac-
tion between peers is designdd to accomplish'goalﬁ

that are quite different from those of the “language ’
classroom. Some of the programs have been dnsigpedA

‘to achieve a single goal, while others are multjpur-

pose. Together, the programs suggest the variety of
purposes for which peer involvement programs'i
second language learning situations are desigred and
the variety of program formats that are possiple.

!

. . P
i . . v . - /

[ | SAME-AGE - /

A S;pgla-?urposq Approach !

~

N A cross-level pser tutoring prog with nar-
‘rowly focused objectives is .described/by Anderson

and Berger (1975). The program was designed to help
fourth-grade, limited-English speakers improve their
magtery of basic strudtural elements of the target
language. Evidently, it was a pilot program, since
only four pairs of students participated . 'The -

tutees wers limited-Efiglish children enrolled in‘a- .

regular fourth-grade class in & New York City public

_school, The tutors were fourth-grade native '

59" N "'\:A‘\

N




> o

: ‘p“

\,

-

‘speakers of English from an "open® classroom. The
tutors and tutees were acquainted with each other.

. through common activities such as music, physical

education, and the lunch period. The four tutors
had vdlunteered to participate in the program.
Recruitment of volunteers had been directed at the

~children in the “open” fourth-grade classroom, since

e wag felt that the learning environmant of these

60 "

children might already have provided them with the
self~-direction and individual initiative that would
be necessary for éffective peer tutoring.

The ten lessons that formed the content of- the .

tutoring sessions focused on basic aspects of Eng-
1ish syntax: the verbs to D¢ and tv have, singular/
plural, there 18 4nd there are, descriptive adjec-
_tives,. articles, and the use of  the auxiliary do-in
negative, interrogative, and emphatic forms. These
lessans were prepared before the program began. In

. addition, an orientation was held for all partici-

pants. Both the content of the lessgns themselves
and the procedures to be followed in the tutoring
‘sessions were explained to the tutors, and tutees:
- {
Two sétshof lessons were used, one for the

tutor anl one for the tytee. The| tutor's
sheet had the:objectives of the lesson

listed at the top, followed by a feries of

cxorcises to be conducted orally with the.
tutee. last part of ‘the sheeti had a
capy of the \Lndependent work the thtees

. were to do-to test comprehenaion. .A "key" o

instructions to listen to his or
tutor. addition, gach lesson
phases, oral and a‘written,
~ always began with the oral work pro-
 ceeded to the reading exercises. |In eval-
vating the children's work, tutors were
advised against marking any answers as
"wrong." All responses were mirked "Do
over," if incorrect. ‘The instructor con~
' tinually supervised all efforts. ' (p. 4)

lesson
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Tho results of this umall-scalo experiment were

encouraging in many ways. The tutees enjoyed the
close contact with native-speaker peers. Two tutees

who 4id not speak in their regular classroom related

well to their peer tutors., The tutors were able to
follow the procedyres; in addition, they oftén de-
_vised creative tec iques to reinforce the material

. of the lessons. Like other peer involvement programs
for.elementary students, this program confirmed that
spécific objectives and procedures, along with close
supervision, are especially important for young
learners. The planning and ‘\gupervision involved

were amply justified by benefits that might not be
possible in large-group instruction. :

A Multipurpose Approach

An examplo of a larger-scale program in which
‘fluent speakers work with limited or non-Engligh-
speaking age-peers is the program administered by
. the Center for Studies in English as a Second Lan-
guage at Boulder (Colo.) High School ("Peer Tutor-
~ing," 1982)., The Center was established in 1979 to
provide help to the increasing number of - limited—

English students in the school district.
* . Instruction for ESL students in the Boulder
Valley School District is provided at Boulder High
School. Most of the secondary-level ESL students
live in that attendarice area; those who do not are
‘ bused in. 1In 1982, the Center staff provided ser-
vices to around 100 students, The students came-

from approximately 17 different language backgrounds

and were of various nationalities. Their previous °
- educational experience ranged from no schooling at
all to a background comparable to that of the qptive
English speakers in the Boulder schools.

The Center initiated a program of volunteer
peer tutoring, in which tfuent English speakers work
with both individual limited-English students and
small groups of students. Some of the tutoring is

"done indépendontly; some is done under the super-
vision of a classroom teacher. Tutors work with
their ESL peers in a number of different ways; sope
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" tutors work with the ESL students in other areas

~ also be useful in bilingual/bicultural settings to

-Bilingual/Biculturai Settings

format for a high school science education course in )

activitiea ﬁﬁb designed ‘to supplement and relf3*_
the ESL classes in vhich nonbeginning tutees ave -
enrolled. A central file of activities is. available
for tutors to use, with material assigned to- two
levels, one for beginning students and the other for
more advanced students. .. . o o
In addition tp these language activities, o

They assist tutees in developing effective amtudy
skills, and help them with their homework assign-
ments, Tutors are also expected to provide affec-
tive support, "to be advocates for the ESL students,
to help them with the complexities of the school
nyntcm and of American society in general" (p. 1).
In this way,” the program combines language-based
activities and the affactive support that is = .
necessary to facilitate the Adjustment of limited-
English students to the school setting and to the -
community as a whole., ° .

These two programs described were developed to
assist second language learners in conventional
monolingual school settings. Peer involvement can

stimulate contact among students with different
native languages.

’

How can successful learning arrangements in.
content areas be adapted to the special circum-
stances of a bilingualybicyltural setting?. One
éxample is provided by Brown (1979), wlo describes a
which learners work in small teams and direct, their
own learning of concepts and techniques.

When first implemefited in monolingual settingqh
Brown found that the team project approach, in whi
small groups of ‘students interested in the same in-
quiry worked together, fostered much greater cooper-
ation than the conventional teacher-directed format.
In particular, students with special talents-~for
example, ‘'a student with ability in statistics or a

new foreLgn student with firsthand knowledge ot
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uﬁf}"fy S o wildlife in another region~-were moreg  likely ta be

R ‘rable to exploit their special abilities and Knowl~.

S e, .edge, and would be more fully appreciated' by peers,

EARMTIE st O intthe team approach. A system of team grades on

W e ¥ prpjects. and examinations, along with a. combination
L s et séif-, peer, and tsacher evaluation, also con-

R C el L tributed to producing a classroom that was less

A " competitive and more productive,

WLy e '« In developihg a version of this team system-nin

T T “ s;ﬂxgg; bilingual/bicultural education, Brewh made several
N \]‘f‘%assumptione, among which are the fol owing:

'i\{yl 'ﬂﬁaf'"V' R b hib "Lariguage exchange ‘batween members of mixed-

Y "l & - - ’ . .\ . L
ﬁ;gg:>; : ol o language " , oo [
#{}La o LT ; "Cooperative learning (the mode in  many .
S L non~Anglo cultures) is encouraged by group grading
e oL .. and comes to be valped.” _ '
wr ) ) , ‘q : Y
. \ i @ "Socialization of members of different ’
) L ’ ; " cultural groups is facilitated and self'-concept, is
g : - ‘anhanced” as a result of peer teaching and self- “

directed learning. (p. 234)

' S ‘To illustrate how the model would work in a
S o bilingual classroomf Brown describes a hypothetical
] ' v y "' “elass composed of roughly equal numbers of mono-
S _ .lingual English speakers and limited or’ nonspeakers
R .. . of English. :.Students are grouped into teams of two
. Spahish-dominant (or some other language) and two’
o S English-dominant {monolingual) students pei lab
| - 2 table. Each team is given a packet "with bilingual
. . - . instructions ‘for activities which® demand relatively
k." ' o ~ little reading but maximize weasoning and manipula-
S . tion of equipment® (p. 232). The materials them-
Lo, ' .selves use alternate langfages in context, so that
S N . members of a team alternately must rely-on .and be
oty relied on‘by their peers for explanations of parts
_ of..the. materi&ls.
“\ One advantage to this approach is that all team
. members are angaged in goal-directed activity in
which etudents mast alternetely ‘come to dnderstand .

i

A Lo . whi¢gh peer teaching occupies a centr sition-~for

.- “‘domipance ’ teams will enhance }Effhing of the ‘other'
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_ the target language in contoxt and be able to com- -
“ municate meaning to peers who have less proficlency
~in-a‘ language. The peer sxchanges in two languages
provide valuable support for formal instruction in
“English. and Spanish (or some other lafguage) in the
regular language classrbom.’ Another advantage is
that this materials- and student-centered approach
can ba used equally well in classrooms with mon0~-
lingual or bilingual toachers.
Bilingual materials. designed for or adaptable
‘to bilingual science classes were in prdparation at
. the time of Brown's report. One such effort is the
Pomona, Calif./South Florida University Project,
which translated and adapted an Intermediate Science ,
Curriculum Project .{.or grades 7-9, :
Each of the programs described thus far in this
chapter use native -poakors of a language as a
resource for age-peers with limited fluency in the
language. This is a basic form of the cross-lavel,
same-age pattern, and it can be effectively used at
virtually any level with learners of any age. An
example of a .similar program’ at the university level
is the Conversation) Tutor Program, discussed later
(pp. 78-81). 1In many language-learning situations,
howe r, students’ must develop fluency in a language
t is neither their native language nor the pri-
mary lanyuage of the larger. community in whicéh they -
liva, The target lanquage may be the medium of
instruction in the educational system, and it of ten
' serves as the-language of official and commercial
activity. 1In recent years, a variety of terms ‘have
been coined to labal what is neither a second lan~-
guage nor a toreiqn languages for example, “English
as an additional language® and "English as an auxil-
iary language” (Judd, 1981). The important point
aboyt such language use gsituations is that large
numbers of people must attempt to develop profi-
ciency in the target language withoug‘access to a
largé, native speaking community. Fluent nonnative
speakers of the_language are one available resource.
- Thus, another basic form of cross-level, same-
age peer involvement in language learning is the

", pairing or grouping of more proficient and less pro-

ficient age peers., Differences in educational

4
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' groups of about six students .each. Students were

b"‘
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;backqtound,'tamily circumstances, hnd other factors
" account for the different abilities of learners of

the same age; in a common setting, these learners .
can probably all profit from peer-led activitles in 0 .
the target language. ' . o o : |

. An experimental peer teaching program for :
entering freshmen at the Vidyodaya campus’ of the
University of 8ri Lanka (Brodkey, 1974) illustrates
both the possibilities of such a program and the ,
initial obstacles a new program faces. The program
had two alms:\ to develop conversational fluency in
English, and to improve students' ability to read
freshman-lavel textbooks in English "with the rapid-
ity and level of comprehension suitable for homework
assignments in agademic subjects where lectures,
discusgions, and  testing are'condzittf in 8inhala or
Tamil, not English® (p. 163). . ‘

' Students arrived at the University of Sri Lanka\wﬂ_ﬂ<f.'_

with widely differing English skills. Some (par- ' _
ticularly students from urban areas) were highly '
proficient, while others (generally students from
rural areas) had minimal fluency in the' language.,
Although classes are not conducted in English, most
of the textbooks usi re written in English, Fur-
thermore, fluency English is. both a marker of
socloeconomic prestige and a means. of advancement.

The majority of entering students lacked flu-
ency \\n the spoken language and:werg unable to read
at t:§ level at whicl textbooks are written. B&ng-
1ish ‘¢lasses were available, but class size (ranging
from 25 to 100 students), tsaching methods (directed .
primarily.at improving' reading comprehension), and a -
lack of materials 4id little to improve oral flu-
ency. While progress in reading was achieved, the
majority of students did not achieve sufficient
abllity to re#d English textbooks. :

The. program that was developesd in response to
this situation used small, peer-led discussion

assigned to groups randomly; each group usually had
at least one or two relatively fluent students.
Brodkey ‘(1974) describes the way the groups func-’
tioned as follows: ‘ ‘ 9




Lecture rooms were rearranged so that
students could sit in circdles of six and
talk to each other. One teacher was
assigned to monitor two groups .at a ﬁime,
and as many as six groups and three ° e
teachers sometimes operated simultaneocusly
in one room. Teachers were encouraged to
present lpoak‘pg games such as "20
questions,;* "adding to a story by turn,™
‘or simulated conversations such as

“planning a trip,” or “a jdb intarview."'
However, teachers were asked to turn all
conversation ovqr to group members as - -\
rapldly as possible, and to refrain from
cohtinually leading and lecturing to the °

( gtoups. (po 164)

had been hoped. The fluent students soon began
encourage the less fluent students to participate,
and the less fluent students overcame their nhynesé
and made efforts to use what English they knew, -+
’ . For a number of rqasons it was not posaible to,
.assess the effectiveness of the peer-led groups.in .
déveloping oral fluency., The program was started
too near the end of the academic year; furthermore,
¢ the newly rooponed campus ,was "experiencing unusual
. ' administrative problems, irregular attendance, and
N all the disruptions that.accompany the approach of
final exams" (p. 165). 1In addition to these fac-
tors, the relatively unstructured format of the con-
versation groups was a radical departure from the’
normal practice of teaching according to a predeter-
mined linguiptic syllabus. While the students
appeared to adjust fairly quickly to this innova-
tion, some of the achers had regervations. “Some -
teachers had difficulty adjusting to their gew role -
! as catalysts and supervisors. Whether such 'dif-
_ ficulties would have evontuully disappoared could
o, . hot be determined.

v : ]
'/ After a short time, the groups began to £unctiont;f
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"set of graded activities written to help the tutees ,

- run, hop, and so forth. At Level Five, the tutor - .

"or in the box? Queationa become more complex
. through Level Ten. At each level, .the tutor ropdb\\

- procedures tg be followed. during-each 30-minute

AN
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INTERGRADE

THe Whisman Language Tutor Program (Mountain
View, Calif, ) is ‘an excellent illustration of a peer
lnvolvomont progtam specitlcally gqslgned to accom-~
modato the vurywdiftorcnt but equally important

needs of tutors and tutees. The tutors in the pro- A

gram age learning~disabled students, loW achievers
for whom traditional methods' of teaching have boen
unsuccessful. A typical tutor in the program was
described by his third-grade teacher during the’
previous year as having been disorganlzed, easily -+

'distracted, and unable to begin and complete tasks -

or' to maintain pear relationships. One explicit
goal of the program was to provide tutors with the ~
opportunity to experience success.and to devolop
thelr sense of self-esteem,

The tutees were limited-English students from
19 language backgrounds, including Vietnamese,
Cantonese, Burmese, Spanish, and Tagalog. Tutees o
were paired with tutors primarily on the basis of
personality; outgoing tutors are. paired with shy
tutees, and more withdrawn. student tutors are paired .
with outgoing tutees,

The Whisman program was developed oh the prin-'
ciple that both the tutors' activities and the
materials used should be strudtured and tightly
controlled. The materials consist of a ten-level

acqilre syntactic stmuctures of English through
questions and commands. Level One - ‘involves alnglof
word commands to which the tutee must respond: #81it,

poses *or-choice®” questions: Is the doy- in the bay

the commands and questions and evaluates each "
response of the tutee as correct. or anorroct. . '
The tutors are trained by an aide who follows a
written training agenda. The 30-minute training
sessions familiarize the tutors with the specific

ve i
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tutoring session (thege procedures are discussed in ’ o
Chapter 5 (pp. 109-11). ' | ' o
The program is_designed to have tutees perform : S ‘
v, o at a high success rate. If accuracy falls below 90
percent, the alde adjusts the material downward
~until the 90 perxcent criterion ig attained. Such
" adjustments are baged on the woyk of the tutor in

tabulating the tutee's performahce.
In their description of the program, Prlce and -
. ' Dequine (1982) repqrt that the teachers of both the.
~ loarning—dluabled tutors and the 1imlted»Engllsh
.+ tutees have been pleased by the program. Tutors
J' -learn organization and attention td task. Working .. SRR
. with"haterjial that makes reduced demands on their " . .. =~ ™
reading abilities, they improve their reading ' .
comprshension, sense of syntax, and general verbal . e ey
. ‘ ability. The program also provides tutors with an .. e o
increased sense of self-esteem and soif—eonfidence-w ; P
a result of having provided help instsad of recelv- . s
ing remedial attention. They also derive the ' _. ... *
satisfaction of a close pser relationship. For. the . . _ LM
tutees, the program provides language acquisition - -
activities under the close individual supervision of .
»  a tutor trained to evaluate the tutee's progress. ., . ‘' . Coa e $
More important, perhaps, the tutee expariences a "/ I L, e
succeagsful and close relationship with a native-" S et
* speaker peer,.and this undoubtedly encourages R e e
1imited-English putticipanta "to establlsh other prer ' -+ . . ’
- " pelationships. ST A A
. An impressiye_example of a peer lnvolvqment DA Lo NS
| . prdyram designed to accommodate the neads of jun;o: e ’/j
- % high school ESL students at diftoz,ut stages “in 7 YT T O
) \ . their develophent is described by'Akigbe (1975), .- | S g '
; L During the first stage of the program, the ESL dtu-" .
" o dents, whose native languages are Spanish and ’ _ e
' o ‘Korean, are involved in no fewer than three differ- ' :
Yo . ent kinds of peer tutoring. In their ESL classes, . o
' the students are paired with each other for some of 7 .v L,
the drill activities. This experierice is supple~ e
mented by two other kinds. ot peer involvement, as
. . follows.
' 1 - A content tutor helps an indlvidual ESL student
|
|

-

+ .

v . in course work outside the ESL classroom; that is, . ° .
\ . in the regular classes of the school program (math, . .
o A L ¢

¥ ce8 L | o
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history, science, etc.). The content tutor reports
on the tutoring sessions to the subject teacher in
whose class the ESL tutee has experienced d4if-

. ficulty. The subject teacher, in turn, suggests

additional tutoring activities to the content tutor; o
the tesacher also informs. the tutee's ESL teacher of ' o
the tutoring report and subsequent recommendations. ' : '
A pger teaoher aide helps in the ESL classroom SN
by working with small’ groups of students or individ- . . " !
ual students according to lesson plans prepared by®
the ESL tedcher. 1In the ESL classroom, the teacher,
peer teacher aides, and two adult aides rotate from
one group to another, The peer teacher aides and
-adult aides are responsible for.checking student
performance in drill-type activity and for discus~
sing problems at the end of the class period.
' Both content tutors and peer teacher aides do a
great deal more., According to Akigbe, they alsqx.
% .
help in making games to go with the speci-
« fic lessons, conversation,&gpaé, writing
rules in (the tutees') natiye language for \
clagsroom teachers, as well Yas school
contracts in the students' first lan- *
guages, hnd correcting papérs, They are
sometimes. sent to other classes to help
interpret standards or explain problems to
non-English speaking students. Content
tutors and peser teacher aides take gtu-
dents to the library and help with library )
.assignments and lead campus tours of small
¢ groups-of ESL students for orientation
' lessons, They are also helpful in taking
. students to the nurse's office and to
other stations where an ilterpreter is
ned’dd. (p. 2-3)

Because the tutors do not .valuate the tutees p .
(they nei ther givc grades nor keep records), they -
are viewed by the tutees as friends with whom they
can discuss problems that they would‘not feel com-
fortable discussing with a teacher. This sense of .
trust may be facilitated by the fact that during
thisugnitial stage,  the poer_tutors are either : ¢
: o .
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former ESL students (whose native language is either o X
, . Spanish or Korean) or students who are Spanish-
¢ English or Korean-English bilinguals because of _ .
J thef home environment. 1In either' case, the tutors S
| -must be ‘honor roll students with strong personal '
‘. “qualities, ° ‘ ’ .
{ The second phase of the program begins once the _ .
'BSL tutees have broken the language barrier--once ‘ o
they have become able to function with English in : - \
“the school setting. At this point, ey are l
. assigned a monolingual English tutor, who takes over 2
the responsibilities of the content tutor (adapting N -
these somewhat to the now-different needs of the T
: . tufee). Exactly how much' progress 'a tutee must have : :
) . T made in order to be assigned a monolingual peer
~ " © " tutor is ‘not specified in Akigbe's report; clearly, :
though, the monolingual peer tutor's primary role is : "
Ehat of a "big hrother" or "big sister" who provides oo
modeling in the target langauge and in cultural T L |
o behavior patterns for the ESL tutee. In addition, : ' .
‘ the tutor should facilitate the deVelopment of
friendships with other native-speakar age~peers.

Al) tutors receive training both before they
begin tutoring and,while they are tutoring. Both -
content and peer teacher aides are regularly ob-
servéd by the ESL teacher, who provides constructive
criticism. The, teacher also - makes supplementary -

) o material available and shows! the tutdrs how to use

¢ . n . audiovisual equipment. For their participatidn,

' i tutc{rs receive school oredit under the heading of
"school service." ) ro .
In Akigbe's view, the greatest strength of this

multidimensional peer tutoring program is that it
contributes in numercus. ways -to the adjustment of -

' the non-Engligh-speaking student to the junior high

school: _ o
N . *

.

‘;L students no longer have to experience

failure in a school with limited bilingual
or ESL academig courses. Content teacheys
*have an intorqihter/trannlator gervice

- when pegded. 'The overburdened ESL teacher
_ ) I can give imdividual attention to students

e . bywusing tire tutors for grouping, and can

N




motivate his students by the use of gahes

made by the tutors. Miaundorstandings can SN

be prevented because students have been
informed of school rules which are
‘included in contracts in the student's
language. Communication with other
departments concerning the progress -of ESL
students is facilitated by the. use of the
tutoring report. The bilingual and mono~ .
lingual cbntent tutors and peer -teacher
aides are viewed by ESL students as ‘
friends who build a bridge for language,
" culture and knowledge in the junior high
%etting., (pp. 8-9) ~
) ' ‘\ e - .
There are several reasons why a tutoring pro-
gram such 4s .this may not be feasible in many set-
tings. Schools with a more heterolinguistic ESL

population may find it impossible to gather a suffi-

cient number of former ESL,stidents and other

bilinguals to provide for the needs of learners from -

‘a variety of first lan%'age backgrounds.‘ The obvi-
ous administrative complexity of ' the program may

' also overtax an ESL staff With large numbers of stu-
dents and little release time to éoordinate the pro-

gram. Nonetheless, the idea of providing different
kinds of peer involvement at the different stages in
ESL studenta* adjustmant is worthy of serious

_'attention.

. Most intergnade programs in’ second language
learning have older, fluent' apeaiers of the language
teach or tutor younger, less proficient learners.

An underexploited variation of the intergrade pat-
 tern is to have second languaqe learners use their

developing language skills in working with younger
learners (either fluant speakers or, like the, tutows
themselves, second .language learners). While the’
older learners may be lass proficient linguistic-
ally, they have knowlédge and pkills that they can

successfully tmpart to younger peers, even with 1im— '

ited fluency in the .language.

An activity in which’ limited-English sixth:
graders write stories’ and then dramatize them for:
younger atudents (oome monolingual English speakors.

71 ) , * ‘ S

ey




*

LY

- chosen first to

’ ten it.

Al}ldltrdted'short
. a4 summary of the+°tory to the class; the student
8

- material first gr
a8 a group projec

. language develop

some ' limi ted-Eng

systematic progr
easily be the ba
involvement of
As part of
writing skills, -8

explained the ne
stories, and the
dren's vocabularyj

The students
fourth= and fifth
stories when the
first-grade class

b2

Yish apqakerl) is doacribod by
- 8chmelter (1972),
- clear that the ac

Althouqh her report makes it
tivity was not part of a regular,
m of peer teaching, it could very
18 of a modest program of peer
is type.
elr classroom work in readlng and
hmelter's students wrote and
stories. Each student presented

words they had ‘used in their
words. were added to the chil-
lists,
had ‘alfeady been going into
-grade classes to present their
lactivity was expanded to include a
« A ;paci:%h:tory based on o
aders could understand was written -
t, and large pictures were cut out

and mounted on
Four sixth gradeY

tion, expression,
The- experime

ers came into the
the story-for th
In Schme
enjoyable and pr
language difficul
cover that they
ity that promoted

AY

ter board to illustrate the story.
s with-reading deficiencies were
ramatize the story and then to

.to four first graders. The 'sixth
lr younger peers with pronuncia-
and s$ory sequence. _ . N

t culminated when the first grad-
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. to address the needs of bilingual students, and c&ﬁc-

figxms the value of peer tutoring in ‘a bilingual
setting. e ;
Science and engineering students from WPI

taught science to children in kindergarten -through:
eighth grade in bilingual classroomsé in a number of
schools. Among these WPI resource aides were native
speakers: of Spanish, who could, provide science
teaching.'skills that teachers in the bilingual pro-
gram lacked. In addition, they served as positive
role models for limited-English children.

~ Six WPI students were teamed with five bilin-
gual teachers for an academic year. The aides con-
ducted science classes in English and initiated peer
teaching in gmall groups. The groups consisted of

' students with varying English language and science

" gkills; peer teaching emphasized basic ecientific

' language leérSer, each. learnin

concepts and the ability to ‘translate these from
Fnglish to Spanish,

_ A number of benefits resulted from this’ cooper—
ative program. The bilingual teachers learned to

‘teach science more effectively through their contact

with the WPI students, who ware not teachers them-
selves. The WPI students recéived valuable experi-
ence in communicating their knowledge to nonexperts
~~-the studehts and. the teachers. At the same time,
their experience in the bilingual classrooms
acquainted them with teaching as a possible career,
Extensive gontact with fluent, bilingual, college~
age students provided .the bilingual pupils with
positive role models and awakened their interest in
science and scientific careers.

' . \ L4 . ,\
/ - - RECIPROCAL ! |

s

the ‘native ‘language
of the other gfoup, creates a unique opportunity for

The axistence in many, ‘nt‘t‘i{ga of two groups of
reciprocal peer teaching. 1In no othey.area of edu-

: cation are loarners as likely ‘to have complementary
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abllities that allow them to assume alternatdiy and
purposefully the role of tutor and tutee.

Two examples: of reciprocal peer involvement in
second language learning are described here. One
1nvq1ved elementary school children learning Spanisgh
and English; the other was designed to enhance the
learning of French and English by college-age stu-
dents in-a bilingual college in'Canada.

English?Spanish‘ , \\

An experimental program in reciprocal peer
tutoring was designed by August (1982), Twenty-six
Mexican-American children participated in the pro-
gram. The childrenéranged in age from six to ten;
all were pupils in a special early childhood educa-
tion program for kindergarten through fourth grade
in a X-8 elementary school in Mountain View, Calif.
Of the 729 children enrolled ingthe school, 118 ‘were
classified as limited-English speakers,

The 26 participants in -August's program had
been assessed (by means of the James Language Domi-
nance Tbst) ‘to be either limited-English speakers
(and fluent Spanish speakers) or fluent English
speakers ‘(and limited-Spanish apeakers). In the

[

first phase of the program (in fact, the first of };\‘

. two experiments to measure the effect of peer inter-

action on second language development), 12 limited-
English children (LES)~-1nc1ud1ng an equpl number of
boys and girls--functioned as peer tut.o;‘ for fluent
English-speaking children (FES).-

. During the time when their language arts class
met, the tutors were taught an activity by an in-
structional ajde. Each of the activities was short,
and each contained an element of novelty., Tie
activities wére drawn from art, cooking, magic, and
science. The instructional aide taught the tutors
both the English vocabulary and_the procedures
necessary to teach the activitﬁ@?g an FES peer,

_Tutoring sessions took pl af ter lunch time
in the language arts ceénter. Each LES tutor was
able to select an FES partner (tutee) to work with,
Both tutors and tutees had received training before

14
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the baginning of Ythe program, so that all partici- -
‘pants knew the rules for the peer tutoring sessions.
For example, ¢ne rule stated that tutees should
: ! allow tutora;I: communicaté by gesture only after _
b the tutors hid made several attempts to convey .
L4 ' information ‘in English. . : ' N
o Altogether, the first phase of the program con-. S o )
sisted of 30 one~hour sessions that took place over T e
a period of several months. Each of end LES tutors P ' :
participated in .peer tutoring in pldce of their .
‘regular language claas, in which the Distar Lanquage L
. Program was used. - :
, ( ’ In the second part of the program, 14’ FES chil-
' ) _ dren--again, an equal number of boys and,girls——were /
.. peer -tutors for LES pupils., The purpose of peer .
\ tutoring in this phase was to determine the effect
K : of peer tutoring on the Spanish deve lopment oﬁhkhe S .
;o ) - I FES children, who used the Spanish version of .the /“ .
) Distar.program in their regular Spanish~language '
} .classroom. Again,. the nonfluent tutor was to teach |
d an activity in the target: 1anguage to a fully fluant/
: peer. : -
. . A8 in the firat phase of the program, ths . R '
9 ﬂutors were taught an activity by an 1nstructiona1 j
- alde, who helped the children with the Spanish T
§

¥

vocabdlary and procedures necessary to teach. the . .
activity to a fluent Spanish-speaking.partner. Fo . .
this part of the experiment, the activities involv;d
art or cooking. The tutors were able to choose a
fluent Spanish peer to wggk with, and again each
tutor engaged in 30 one-hour tutoring sessions ovar .
a period of several months. . |
: : The res@lts of August's study are discussed ;
o in the Appendix (see p. 140). Two final points I
‘ S will be made here. PFirst, the peer tutoring pro*
' gtam, as designed by August, did not attempt to
pairs of LES and FES students teach 'each other ih
‘English and Spanish, ‘respectively. For reasons of \
experimental . design, restrictions had to be placed : o
g ' on whom ‘the FES (limited-Spanish students) could ' L
N choose as tutees during the second phase of the’
| . program. Clearly, however, the program cguld be . o 0
Lo easily modified (and undoubtedly would bgaMDdi£§ed) ' S Y
- to allow for genuine reciprocal peer teaching. | For N

-,
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this reason, it has been discussed as an example ot
reciprocal: peer involvement,
Secondly, the program is based on the concept’

-of having the less fluent ‘partner act as peer

- teacher or tutor, This is probably less common than -~
. ‘the use of a more .fluent peer to' teach or tutor a
.less fluent peer, but research in second language

Y

acquisition and the results obtained in a number of

v progridms argue-strongly for further oxploitation of

this approath to’ cross-level peer involvemsnt.
+ - | “' : ”
Engli%h-French T BN

4
A

A peer involvement program, in which learners

. of -both English and French as second languages

learned each other's -languages, was designed to meet
the needs of'a large number of students at Glendon
College, a bilingual undergraduate university col-

.lege in Toronto.

. In their progress report on the program,
. Martin, Lewin and Cooke. (1978) cite two main
problems that the. program was dssignad to &ddrass.
The first wag the ralatively large number of ESL
learners (more than one-fourth of. the total -student
‘anrollment of 1,300 were native speakers 6f French

" «from Quebec) and French as a second language (FSL)

learners. In addition, there was relatively little

. mixing of students from these two groups; as a .

result, valuable opportunities to practice what had
been learned in second language classes were not
being exploited. ‘

A.program was designed to provide aach language

~learner with an opportunity to meet with speakers of

the target language in a situation in which the

target language would be used. The program also _
provides each learner wi® ‘an opportunity to meet . ¢
with speakers of the target language in.a setting in
which the learner's native language would be used.
Thus, each learner would r&%eivs the banefits of

group activity in the learner's ‘target slanguage and

- would in turn, as a native speaker, provids Ahe same |

benefits to other lgarners., >
. .Twenty-four ESL students and 24 FSL students

L
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. students to anothu( ‘culturer towteath’ sgidents, by

T gkoup 6 Qo “varioug actLvit.iua in Eng“lish. Each.

gtoqp for, m\ hou‘r;a woek 't;o do &ctivitios,u;l.n French'.

.'. . Xt was hoped rhat.- §.he Qronpb wgld c}‘nopse,
0 deniqﬂ'u

More;iel¢cted to bartictpata 1n the' p

\J;hc ‘program. | Each “igroup 3 »of u!’.udq,nw ,
“¥nto four nmllor groups. of six, stydonta -aach. As & . . ..
partpof thd tirst syear Esugoc FSL cdurse,. “each- smallX .. ¢

"ESL group: ypum Taet €or an hour® with a. 'small ¥SL ., T T

.small ¥5L’ groqfuuh&,met with- anoshergiall FeL ¢

AR mpottant ‘featiuge’ of the’ “program : 48, the fact
¥ that' !L‘SL (ot 7SL) “Yéatners do not. ‘meak. with“qha sanw'
~-group : forgonehour in. Englisly and” ‘ong Hour in
//.Such & situa%&on wou],d be': -gomewhat’ a.tgifi—

. rntcularly when one gréyp i* moue. profieient

‘o dn the t.ani;%‘t langhage ‘than the g;h by meetfinc}
with different groyps, haxné’rs -bocome am’:ustgmed to*' e
whicheveyx: Jlanguhge has- deen, daa.ighahed thqi code for
a” qi\len pe[iring Bt grzdups._ ReS s Qs g 9

009

\ and" &Lrectwt.hair \own act;ivities“after t\h;
fd,rst: “Taw mebinge. LIt wé‘ﬂ%futt{net hopeld‘ that ‘-.é’-;-‘,_ '
-grhaups’ wopld do both typica;;aclasﬁtoqm actlvi;'ies L

and. q.tt-ohcluﬁ *activities.

" to meat offxcampust(e.gy i to gt cffé's,; art, Ty \\, , f
. ‘galleries,: afmget:« ~fgstiva;,§,, eté.!}q ‘both edr thése >y *}, L Y ge,
Activmid'a angin oﬁ“c’amma wetmgﬁ a,‘\:he dtudents' Ve, vl T

clasaroom inatz\aé\o:&s wgrp a‘vailable to’ prowide, -hulgp
in maklnq arrengeménts, Teperving,: roonis, lm.da \\o'
loéqting and’ dupligpating mter\alﬁa .

e Jrhe qoal'n ‘Of, these peer intwﬂ&t‘i&ns wwcé r.))e

_ same ig’ {:ht;nq ot the par"tio’ipaﬁta‘ 1anguaq&h clapém: .
tp improve orq akin% to. qiw\ntud nts dp;&bt ;»)°~;\“f"..
_timities: to put thoir awchping ‘akil)s to uu* in
nuthentio eommunica'tiqp, % tivitieao, and to mpo&e

',putting them®in contact with eéach othom £0. "unéler‘- ,'
stand,. evaluate, crititcize, d.iam&sa and’ dpprnt’& \e\\
gnother culture” (pi- 12\” In the: ol&n@t@m,- spon=..,
taneows and dirdotied, conversation,, dob)teaxogpd B o_"
games were used nxtanaiv.ly. In u\toraqtiml bn'- LSy '.1 o

‘tween groups.of ESL,and FSL; students)’ pany of theae

same activities were.used; k{\ a ditic?n, \Qtudnm:a SN
‘taught minilessons in {duoch diffqre{u: areas  ag’ - o
macramé, the language dihuatim in° Qua{:oo. ‘backgam=" .

mon, and macrobiotins.. o e et : _;-;‘ moe
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Peér involx@ment programs of thla type are pro- :
“Mbly pore’ dommon; tﬂan the number of published ' ’

‘ «4 tap?oﬂta would:: Lnd],catp. The program described by

Akigba (1975) 48’ an. sxample of an effort to provide
t.'m‘ the qdjultm%n&,ot second language learners to a
C.achogl natt,l.mg fseé pp. 68-71), 1In this section, a

W The ‘Coghvardation Tutor Program (CTP) i's a model
of hpw phér\tutoring can supplement a university-
levclﬁ'ntonﬁkva Engliah program* (Conerly, 1980).
1ighing "peaktng #tudents and community volypteers.
k wlﬁ%.-mall ‘groups (three or fewer) of lntenai\s
Enqllhh ntudqnta at the University of Southern




v ‘ .
the needs of second language students who are being

trained in linguistic skills But who ‘lack the oppor-

tunity to use these acquired skills in communicative
settings, By providing students 'with a chance to
meat nati*o speakers of American English in an ‘
informal, nonthreatening situation, the CTP aims to
devolop learners' confidence in their ability to |
actually communicate in EngIlsif,” to-increase -their
understanding of U.S. culture and the sociolinguis-

“tic rules of American English, and to make them more

aware of the role played by nonverbal and ‘paralin-
guistic signals in communication.
The situation of foreign students at the Uni-"

"versity of Southern Mississippi is similar to that

of atudents in many pther university-level intensive
English programs. Evepn when clags size is small,
the intensive nature of the program limits studedis’
opportunity to veldp real communicative control of
the language in’ the classroom. Outside of Class, it
is often Aifficult for foreign students to make con-
tact with native speakers., Thus, despite the fact
that students are sed in the target language
environment, they often lack the confidence and the
means to improve their oral proficiency in the
language through social interaction.  Frequently,
the result is that foreign students spend time with
other foreign students, which contributesffurther to
their sense of isolation from native speakars and
engenders resentment and alienation,

The CTP consiste® of daily one-Hour sepsions.
Participation by intensive English wtudents is
voluntary; those who participate cqontinue to take
their full load of intensive English classes.
SQSQIbns generally last from two to three weeks;
some students are encouraged to continue -in the CTP
for another two- or three-wegk period. ’

Tutgks are selected on th is of compatitive
interviews. CTP tutors are paid f om Intensive
English’ Languaqe: Institute budget rough -the

"federally supported WOrk Study Program at, the

Hattiosburg camplus . luporvisor and .coordinator
are responsible for selecting and training person~

nel, assigning students' to|groups, coordinating

79 . ' | y




.J/‘ + scheduling, and administering financial reporting

. ' ) and evaluation., . .

VL . .- - ®raining for the tutors is extgnsive. 1In her N

I . . - report on the CTP, Conerly (1980) reviews these

S . . training procedures in ‘detail. 'Training consists pf

! ' congultations between the coordinator and individual
tutors, a video’ training film and follow-up activ-

ity, and a series of group training seseions.

" Th the consultations with individual tutors,

the coordinator familiarizes them with the purposes

-and procedures of the CTP. ) The activities on which

the sessions ars to be' based jare also discussed.

These activities are of \two kinds. 1In the con- '
versation activity, tutors ar4 givan a list of 20
possible conversation topics. \ Each_includes specif- o
- . ic suggestions for stimulating discussion. Examples .~ . .
’ of topics are: holidays, medichne, the role of - ' o a7y
- © women, . superstition, death, 4 prejudice. Many of - )

the topics relate directly or indirectly to the

experience of Niving in a university community.

Second, 'in field activities, tutors are encouraged !

to integrate out—of—clasa activities with the ses-
sions. Trips to museums, shopping centers, iuper-
markets, local schools, and sporting events: are
encouraged in connection with discussions of related
topics. On a 11mitod basis, tutors may also have
students participaté in recreational activities.
These field .activities count for one-~half time; in By Q%
other words, a two-hour field trip to a museum ~° . . :

* dounts as the equivalent of a one~hour “classroom"”
conversation session. ‘The aatual responsibility for
planning eAch session and developing specific activ~-
4ties, however, is the tutors',

The second part of the tutors' training is
basedloﬂ‘the video training film "Peer Tutoring" v .
(Ferris, Krautwast, & Olson, '1978). This training
£ilm i{llustrates basic "dos and doh'ts™ in peer ' \\K
tutoring. After they viow-thb‘film, tutors answer a ”
set of self-check quastions based on the film, One
of the questions asks tiitors; how they would apply
the guidelines presented to their own tutoring

. situation. . : . o | | i
| \ : ' The final?ha%trainmg consists of L o

three workshops. These inservice meetings, flexibly

q -
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scheduled adcordlny te program and personnel needs,
. 'allow tutors to discuss any administrative problems
) _ that may have arisen, to share their experiences .
. _ with o}p‘r tutors, and to plan additional activities
: | quch ad parties and longer field excursions (which
oo . \ o the tutors may choose to do on their owh time for
- the benefit of thelr students). Each work(hop has a
central theme, however; these themes. are "legrning
to attend," “barriers to gommunicatlion," and
“nonverbal cues-and cross-cultural communicatlon."
Each tralning neusionfis‘hiéhly structured, with
speciflc goals, materials, and actlv{}ioe (for a.
- fuller description, see pp. 112-13),
~ Students are ‘grouped according to level of pro-
ficiency. Tutors meet with up to three students
with different first- language backgrounds and of
‘ ‘routhy equal ability ip English. In addition, care
- ' * is taken to prevent a highly wverbal student from
dominating a session. In such cases, as well as in
cases of personality conflicts, students may be
moved to different conversational groups. Identifi-
cation of such problems is the tutor's responsibil-
ity; the coordinator, once notified, takip\gnitjvor
stefys are necessary to correct the situation., .
The CTP uses three diffetent kinds of evalua-

' tion. Students evaluate theif‘tutora; tutors eval-
uate their students; and the program as a whole is
evaluated. Students who miss more than two sessions

el . are dropped from the program; tutors who cohtinually
~racalve poor evaluations from their students are
likewise diamissed. . _
Normally, a tutor moets with two ‘dlfferent,

, groups during each two-week period. At the end of
two wesks, a tutor is assigned to two new groups of

* students. Over an oightéwoek period, then, a tutor
may interact with over 20 differ;;t students.” This,
in the opinion of the Intensive English Language
Institute staff mombers, is a cost-effectjve way of

" enriching. the, intonsive English exparionce that stu-
dents_ receive in thelir classes.

..
-




(CHAPTER 4 CROSS-LEVEL PEER INVOLVEMENT IN FOREIGN
LANGUAGE LEARNING) ’

¢

\Ehis chapter is organized in a way similar to

. Chapter 3, Examples. of cross-~lavel peer involvement
.programs developed for foreign language learning
situations will be described and compared.

.‘”\ A
SAME~AGE

"In second language‘instruction, the use of
. nativerspeaker peers as oonversational partners for

foreign students at the college or university level -
_has great potential. Often, a similar possibility

exists in foreign language learning. A program
developed at the Yniversity of Missouri-Rolla
(GLauque, 1975) suggests ways in which ‘foreign stu-
dents can contribute to first- and second-year lan-
guage courses and at the same time derive a number
‘of benefits from their involvement with foreign
language learners.

Of the 50 Latin American students enrolled at
the Rolla campus, three saerved as "animateurs” for a
Spanish class of lbme 20 American students, One day
a week, the class was divided into three groups,
each led by an animateur, While their tasks in-

cluded going over assignments, qxplaining difficult

points, and correcting grammar.and pronunciation
_errors, their main functions were to generate com-
.munication in Spangph to create a Spanish
ambiance.

!
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~ of learning a foreign languageé, empathy, imagina-

Fe
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' . » t
o ) . . . . "‘ o
The point of departure for these small-groug o A

workshop seasions was the current assignment. The

. real goal of these sessions was to create a situa- o
.tion in which the students communicate with a

native-speaker peer. 1If the animpteur was unable to } ;o

explain fully any material causing difficulty, the . "o

professor, who circulat®d among the three groups . '

during the first cevéral sessions, could make

suggestlona. . T ‘
The small-qroup work aupplemented the ﬂour )

hours of classroom iﬁstructlon the students received

" each week. In addition to providing a change from

whole-class, teacher-student interaction, the
sessions allowed the students to practice items they
had been learning in ‘the course. The sessions also
provided for the use of the language skills that
they had begun to practice in class.

One advantage to having foreign students as
tutors is that learners tend to be less inhibited
with a speaker whose social position is the same as " ‘
their own. This difference is partly explalned by '
the greater authenticity of the tutor-tutee rela-
tionship in the workshop. sessions (Giauque, 1975).

" Inthe classroom.

Cit is difflcult for the American student
to use the target language with a teacher
who he knows speaks English. The teach-

"ar's role, his subconscious tells him, is
to teach, not.to play at speaking another
language., But if another person who is
not the teacher, a peer, uses the target
language, the American student immediately
feaels that the situation is authentic and
his inhibitions dipappear very rapidly. - -
The teacher then boyomes a source of help,

" rather than a source of annoyance. °
{pp. 131-32) ,

The foreign student tutors were selected on the
basis of intelligence, sensitivity to the problems

tion, pronunclation, and ability to accommodate
their spesech to beginning learners. One hour of
[}
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‘being studied. 8ome col

! @
academic credit was §iven to the tutors (up to a
maximum of three credit hours) for their participa-
tion in the program, In addition to mlﬁting with
their groups each week, the tutors were also
expected to complete a limited amount of assigned
reading and a project in one of several areas
related to language instruction and cross-cultural -
behavior. A pass/fail grade was given by the super-
vising professor at the end of the academic quarter,
Because of the small scale of the program, the

: anlmateurs could work in close consultation with the
. supervising professor. Formal training was quite

limited, The tutors observed at least one workshop
session, mainly for the purpzﬁe of learning that no
special preparation was necessary for them td tutor
effectively: '

Participation in the tutoring program offered

the foreigrn students more ®han académic credit, The. -

small-group interaction in Spanish that was so use-
ful for the students in the Spanish class also pro-

“duced social and psychological benefits for the

tutors,  American students learned to appreciate the
contribuéion that foreign students can make to a
campus, ‘and friendships betw¢en tutors and. their
students often developed., A]l participants learned
a great deal about another cBlture through direct
contact that might otherwise not have occurred.
Whether such peer involvement can be developed
in—agbatticular setting depends, of course, on the
avbi].\ability of native sthers of the langauge
es and universities may
not hava a gsufficient number of native speakers of,

- say, German who are interested in serving as anima-

teurs., One alternative is to find native speakers
of the language in the larger dommunity. Even then.
it may be diff}cult to find age)peers for the lan- @

"guage learners), and scheduling problems would un—

doubtedly be more challenging,
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_English-Speaking Learners of French

. 86

INTERGRADE

-

A cross-level peer tutoring project
(Fitz-Gibbon & Reay, 1982) involving first- and
fourth-year students of French in an urban compre-
hensive school in the Newcadtle (England) area -
suggests -means for planning and carrying out a’ )
small-scale intergrade program using teachera with—
out extensive inservice training.

Ressarchers from the School of Educatipn at the
University of Newcastle-upon-Tyne met with the for-
eign. language stdff and administrators at a domgxe;

‘hensive school and suggested the possibility of an

experimental project in peer tutoring. nphe project
would be designed and run by participa teachers,
with the University contribution confined to col-
lecting evaluative data. Two teachers--one teaching
first-year students of French and.the other a teach-
er of fourth-ydar French--agreed to collaborate.,
'The context in which this project took-place

" can be partially inferred from the results of a
questionnaire administered to first- and fourth-year

students before the program began, Asked to indl-
cate agreement or disagreement with a number of '
statements about French language study, Jbpoth groups
of studonts showed little reluctaqce in expr sing
their disiike for the subject. Only one in S;n stu-
dents agreed with the statement, "I enjoy Frénch";
close to 80% agreed with the statements, "French is
a wagte of time". and "I hate French." Not a single
one of the fourth-year students agreed-with the
statement, "I would like to visit France," §nd only
3y of each ‘group agreed that 'French is a uﬁotul
subject,”

b What makes these. results even more ehartling is .

that the first-year students had nbt really even
bequn to ‘study. Fronch; their -first-year course was &

"prelanguage® program that introduces. French culture

and customs and a limited amount of voc;buynry. By
contrast,. the fourth-year students constitutod the

relatively small porcontaga of students who had per- :

v
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. 3 : severed -through three years of French alregdy; thus
- . they ware not dropouts, but the'"survivors,"pso to
. . speak.
‘The participating toachars chose the exercises
that would be used in tutoring sessions:

Thes& involved French to English and Eng-
lish to French translation of five vocabu-
lary areas: numbers from one to forty,
. days of the week, namihg-cplours, telling
. time and the weather. It was important
’ - that these topics represented work which
v : the tutors (who were. chosen from among - /
low~achieving fourth-yeat students).needed
to learn or practice and which were
suitable for the tutees. (p. 40)

, The project consisted of six 70-minute perjiods
. over a three-week span. Each 70-minute period/was
divided as follows: an initial 20-minute peripd
during which tutors prepared with thelr superyising
teacher, a 30-minute tutoring period, and a !/

_ 20~minute discussion .between tutors and thelr supsr-
-vising teachers of the problems.the tutors had
encountered. Half of the tutoring groups met in the
classroom 'of one of the teacheérs; the other half met
in the other supervising teacher's classroom. .

The peer groups themgselyes consisted of one <
tutor working with two tutees. Pairings were made
as follows: ) ' B
Tutees were assigned to tutors from rank- |
. . . ordered 1lists, so that highescoring tutors
worked with high-scoring tutees. The main
. ' concern prompting this method of assign-
. ment was the need to avoid having a tutor
faced with a tutee who was more able. *(p., 41)

'f _ . * Although the supervising teachers were present

L ' . Ain the classrooms while the tutoring sessions took
, - ‘ place, they did not interfere in the tutoring
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segssions; suggestions and cqrrections were given‘to
tutdérs only during the follow-up period. .
The supervising teachers characterized the ' !
tutoring sessions as orderly and purpodeful; ‘ '
. although different tutors chose different teacher
styles~-some relaxed and informal, others very
businesslike--all the tutors, despite being low-
- achieving fourth-year students, proved quite capable!
of conducting tha sessions without assistance. The '
quality of the teaching seemed to vary according to
the quality of resource materials available for use
v o " by the tutors. Information on the succesg of the
project, as measured by the evaluative.data collect-
ed, is reported in ‘the Appendix (see pp. 145-46),

e i -
’
. .

v - : o Portuguese~8peaking Learners 'of Englieﬁ-

' The Fitz-Gibbon and Reay (1982) intergrade _peer
tutoring project was designed to stimulate the
interest of pOorly motivated and low-achieving -
fourth~year students. The program at the Catholic
University of Sao Paulo (Brazil), which Celani
(1979) reports on, was directed primarily at the

. needs of first-year students taking a. degree in
. , English. . .
. ' The problem was one that most language teachers co
R ) have to dealj with to some degreeu The students’ _
' initial enthLeiaem for acquiring oral skills in Eng-
1ish of ten disappeared very quickly. According to
/ _ Celani, therk were a numher of reasons for this . v
' Y widespread decrease in motivation. Foremost, . .
, B perhaps, was the fact that students had vittually no _ . - .
: ' adécess to English outside of class. In view of the
lack of practicé opportunities outside of class, the
students' initial expectations may also have been
unrealistic; in 1977, more. than 86% of the 170
first-year ltudents\indicated,that they expected,
after a single year ‘of instruction, to acquire near- . <
~ native speaking and listening skills in English, In
. _ addition, the curriculum for the first two years of -
' L instruction was aimed. much more at -kill-building-~
. ~ that 1s, practiciny the language for “its own sake--
' ‘ than at -using the language for communication.
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A number of measures were taken to provide for

greater use of English in the ‘first~year classes:
individualized pacing, small-group work .emphasizing

role-glaying, simulations, and other more "communi-

cative® activities (such as classroom activities
based on interviews of the few native speakers of

"English in the community). What seemed to be most

effective, however, was a peer tutoring program in

‘which selected fourth-year students met with groups-

of about’ tan first~year students for three or four

_hqurs a weeak.,

The fourth-year students (referred to as "moni-
tors"), who had been selected on the basis of their
oral proficiency in English, their personalities,
and -their enthusigsm for language lesarning and
interest in foreign culture, provided extra small- .
group language practice and helped students wi
tqgi:%daal learning difficulties, These activi
(]

a useful supplement to what the first-yearf stu-

dents received in their regular classes., But the
greater benefit of the program was psychological;
according to Cslani (1979), the monitofs were:

the realisation of an ideal, the ideal
near native speakars that most beginners
aim at becoming by the end of the course.
Thus it has been possible to sustain the
initial high motivation, in spite of '

" adverse circumstances, by having monitors
close to first-year studants, as evidence
of what can be achieved in not too long a
period of time., The junior students know
that only three years earlier. their moni-
tors were in a position similar to theirs.
(po 199) .

‘For the monitors themselves, the program

" apparontly provided important benefits., The moni-'

tors received no compensatfan, and the time commit-
ment was aqgstantial--toughly ten hours a week,
including p eparation, congultation with teachers,
and actual aontact with the first~year students.

Yet competition among fourth<year students to become"

monitérs was keen. Being a monitor carried a great
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deal of rostige: in addition, it provided
advancedMlearners with an opportunity to prac ce
their language skills and use the language in a
moaningful way.

\
‘(

v

English-Speaking Learners of German 4 .

Iﬁﬁgﬁkhé'tutoring program for Brazilian learn-
ers of English, the program developed by Semke
(1975) for American learners of German at Westmar

‘- (Ia.) College was based on the premise that peer

involvement provides benefits to both the more _ o
advanced tutors and the less advanced tutees. Un-
like the program at the Catholic University of Sao
Paulo, however, the Westmar program was ‘devaloped as
an integral part of ‘both the first- and second-year
German courses; it was thus designed to involve °
all students at these 1bwels. The program was to be

~a part of each first-year student's oxperience with

the language, and all second~year ntudents-—not just
.those who were most proficient in German or most .
enthusiastic about working with' less advanced learn=-
ers--would act as-tutora. )

One hour a week of ."drill sessions® was added
‘to the four regular class houré$ at both levels.
Based on the schedules of the students in the two
clasBes, five drill session groups were set up. : “
Each small group consisted of between six and sen .
students, with a minimum of two secohd-year students
and four first-&ear students in each group. ¢Alto-
gether, the ‘program invalved 27 first-year German
students and 16 second-year German students.

The tutors themselves were.tb be in charge of -
the segsions. Since.the tutoring sessions would be

 directed a& the materials the first-year gtudents

were working with, some of the first-year cours® ..
material (the Guten Tag £ilm series and textbook) ,

was included in tho gsecond-year course, The tutors -
also took the same weekly tests on oyten Tdy as the , '
first~-year students, .

Each week, short discussions wero held in the
seacond-year class to determine what would. be done in

the upcoming drill session. The most frequently .

. N A )
90 ‘ L S o
. : ~ . -




s
4

"

‘a

.French and Spanish
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used activities were: conversation practice based
on question-answer drills; vocabulary drills; oral
reading; review of grammar exercises; and review of -
the turrent film. The tutors wete not restricted -
these activities, however, I

Respongibility for making the drill aessions e, : S
useful was’ shared by the tutors and tutees: The N t
tutors fillod out a form after sach session that
aummarizeé and evaluated the session., The first-
year students also kept a record of their ‘attgmdance
(attendance at the sessions counted toward the final
+ grade in each course). -

Student reaction to the program at the. and of
the first semester was.,overwhelmingly favorable; A4ll

' but one of the 27 first-ybar students wanted the o

program continugd during the ‘following semester ., :

The tutees found the sessions enjoyable and helpful.

For the aecond-year students, the program was also

rewarding, and all of the tutors were willing to

-continue participation in the pnogram during the

second semester. e '
From the teacher's perspective, the fact that

the students were #sing German during most of the

hour was .an important asset of the program. The

more relaxed atmosphere of the small-grolp format

was also considered valuable in allowing the tutees'ﬂ. .

to ask questions and to seek help. The program was . - -

seen as instrumental in’ reducing the'attrition rate J

after the end of the first semester. Twenty of the

27 first-year students continued 'with the secpnd

semester; in the two previous years, only slightly.

more than half of the first~year students had done . S

80,

LSTERSCHOOL

, In an interschool tutoring program described by
Biehn (1975), students in third- and fourth-lavel
high school French and Spanish classes taught FLES

classes to st¥dents in grades 4-6. One of the most
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. CL ~ notewortLhy features of this program was that the
tuvors participated in preparing toachlng unlts
materials.

The nge& for the program a"se,uhen a new

School District. Half of the K-6 children were . D
moved to the new facility, but no FEES teachér was
hirod for the new building. Concerned abou

program .

" The tutors in the progran were volunteers who .
gave up study hall periods or foreign language class o .
periods twice a week in order to participate. The

planning the program, which aid not

.; fourth quarter. During this time, e tutors were :
active in- developing the course content (Biehn,
1975):

)

h would=-be' tutor made up a teaching
unir“n ass ned topic (colors, ani-
mals, ssroom objocts, etc.).. They sug-

gested vocabulary and indicated teaching
"methods. They made visuals such as flash-
cards and charts that could be usef. They
- easpecially tgied to think of games that
could be played and described these games -
in the unit. Then all of the units were .
placed in a cent¥al file accessible to all . A
the tutors. The plan was to cover as many i ¢ _ﬁﬂé
of the units as possible, but, there was no : . A\
préssure to finish them all. There was no - ‘ v
strict order as to which unit had to , : b
. follow which. The tutors chbse the units ‘ ‘
- _ . . they planned to teach each week according
o N to the capabilities of their group and ac-
v - cording to their own personal preference.
(pp.. 929-30)

v
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R8s part of their initial training, sevdral of
: the tutors participated in. simulated teaching
\ h situations, with sevenjh-grade students. Videotapes:
ware made of these sessions) the tapeggwere then _
viewed and discusbed by all the tutors., Tutors were ' »
instructed to emphasize the spoken language, v
although attention’ to writing was not excluded. /
They were also instructed to report any diaciplinary ' v
. problems t5 the elementary tsachers immodiatciy. '
' Participation in the FLES program was volun-
tary. The elementary school teachers gent out a
mailing that explained the program to parents.
After parents had indicated whether their child
would participate and which language the child wou
study, the elementary teachers placed the children
into compatible’ lgprning groups of three to five
h students., Each tutor met with one of these groups
‘ twice a week for a half-hour. each time. Beoause of
. the "open school” nature of the elamentary classroom :
building, finding a comfortable place to meet infor- .
mally presented no difficulty.
While they were teaching, the tutors recorded
their teaching experience in journals. They kept
track of their own performance and of the progress
. ¢ of their students (although the FLES students
N received no grades).
Altogether, more-than 20 peer teachers and,
close to 100 FLES students participated in the p{lo
phase of the program. The students' progress .
exceeded expectations, and the number of students ¢ o
& who dropped out was very small. On the whole, the ~
tutors found that their experience in the program, 4
vhich offered them the opportunity to use what they
'had learned in their own language learning efforts,
was highly rowarding,\
: The use of language students as peer tsachers
in a situation in which conventional teacher- -
directed instruction is not possible may be one of ‘ '
the most productive applications of peer involvement
in foreign languags learning. As school systems
*  come under increaaing pressure to reduce budgets,
many so-called ”luxurios"--ﬂlominent amon esn,
‘FLES and other language programs for olemontary > '
school children~~are dropped; in other cases, such

3 -
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programs are not establiahed because of the staffing
costs involved,

¢
French, Spanish, and German

An even larger-scale interschool peer teaching
. program was begun In 1975 in the ‘Memphis (Tenn.)
City School System. By the 1977-78 school year, 80
aecond-year high school students of French, Spanish,
and German were providing peer instruction to
approximately 1,500 elementary students in ten dif-
ferent elementary schools,

The High School Languages Tutoring Program
(Williford, 1979) was developed after other alter-
natives proved unfeasible. Funds to provide trained
personnel to offer foreign language instruction at
‘the elementary level were not available, and
attempts to have local colleges K and universities set
up a course:to train elementary teachers were unsuc-
cessful, The High School Languages Tutoring Program
offered academic credit to second~-year high school
students for teaching elementary students twice a
week for 45 minutes. Scheduling was made possible
by the fact that the high school day ended an hour
‘earlier than the alementary school day, so that
instruction could be offered to the elementary stu-
dents at the end of their school day. The program
was based on wide support and coordination among the
foreign language consultant for the Memphis City

School System, high school teachers, and principals .

at participating elementary schools. . o
Lessons and materials were selected and pre-
pared by the teachers and the foreign language
consultant, who also acted as liaison betwean the
elementary schools and the high schools. High
school foreign language teachers assisted in the
Planning and preparation work of tutors on the three
days of the week when thHe tutors were not teaching.-
The role of the alementary teachers was to sit in
on clasgses And maintain discipline. Tutor perfor-
mance, including ability, attitude, cooperation, and
personality, was evaluated by all participating
teachers.
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The lessons given to the elementary students
focused oﬁ'topics'usually covered in FLES programs:
greetings, names, colors, numbers, parts of the '
body, articles of clothing, foods, and commands. In
activities such as games, songs, skits, and role
playing, the‘elementary, students received an initial
exposure to the spoken language. oo

The success of the program is reflected in the
reports of both the elementary school principals,
who stated that the program was an important factor
in retaining some students in the public schools,
and high school teachers, who claimed that many stu-
dents were enrolling in the second-year language
courses because of their interest in participating
in the tutorial program.

RECIPROCAL

The concept of reciprocal peer involvement in
foreign language learning is well-illustrated by a
program developed at the University of York (Eng~
land) Language Teaching Centre (Dalwood, 1977). The
concept is to:

pair off an equal number of native speak- -
ers of two target languages who act turn
and turn about as teacher-informant and
learner, within a carefully planned time-
table which also iallows for group discus-
gions held one day in one language, one
day in the other., The language~of ~the-day
., principle extends in fact to all social

intercourse and all work, except for daily
target language sessions. (p. 73)

Based on successful implementation of such a

"program for English teachers of Spanish and Spanigh

teachers of English, the Centre initiated a summex
program for sixth-form students of French and French
peers learning English. '
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The program was designed for groupsiof well-
motivated students, with the total number of parti-
Gipants no fewer than 12 and no more than 32. The
-program lasts from two to three weeks, during which
time the French students come ‘to York and stay at
the homes of the English /partidipants or’ with other
families as paying  ques .

The key activity i#n the program is work in

- pairs. Each pair congists of an English student and
a French student, whg alternate as teacher and
tutee. The pair meets for 75 minutes in the morning
and works with a reading text, exercises, and
discussion questiohs selected and prepared by the
staff. The role of the peer teacher is to explain
difficulties and in general to help the tutee work
through the various tasks presented. In the after-
noon, pairs come together in small groups (the maxi-
mum is four pairs, or eight students, per group) and
work further with a member of the staff on the text
and accompanying worksheet, again using the language

- of the day. ‘ _

Other components of the program include small-
group work in aural comprehension and oral expres- _
sion, pronunciation practice, daily plenary sessions . ’ -
in the language of the day, and evening and weekend .
activities and excursions. The staff consists of
four adult tutors (one of whom serves as the program
director). All staff members are effectively bilin-
gual, although two are native speakers of English
and two are native speakers of French. _

" Crucial to the success of the program is the -

v method by which participants are paired. One

' procedure considered for adoption at the time of

Dalwood's report is a system in which each English-
speaking participant can choose his or her French-
speaking partner on English language days; French

L 1While it might be argued that the group visiting
the host community is, during the duration of its
stay, engaged in & 86écond language learning experi-
"ance, the stay is generally so short that the basic
relationship of the target language community to
the learners remains essentially the same.
f
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participants can choose their English partners on *
French language days. Pairing ts thus f{gkible and
student~determined. ‘

. Reciprocal programs such as this obviously
require mich more long-range planning than most
other peer involvement programs. The cost of the

program for participants coming to the host commun-

ity is considerable, and the administrative work
fnvolved in setting up the program, preparing’

materials, finding suitable staff, and arranging for

accommodations requires a long-term commitment.
Hosting a reciprocal program is an alternative to
taking a group of language learners on a study-
abroad program, but in nb way is it less demanding
of the organizer's time and energy. It should thus
be best viswed as a very special--and less widely
applicable--pattern of -peer involvement in foreign

‘ language learning.
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[CHAPTER S . _
SETTING UP A PEER INVOLVEMENT PROGRAM)

learning are given. The focus of the-chapter is on
the various decision-making areas
considered in planning, operating/ and evaluating a
peer teaching or tutoring project.

Because peer involvement programs can vary 80
greatly in size and scope, the-initial stages of
program development may need to be\pore formal in
some settings than in others. Even\{n small-scale
projects, however, participating teachers and admin-
istrators would be well-advised to give
care to planning as must necessarily take place in
larger programs. Small-scale projects can of ten be
expanded to include more students and to encompass
more goals; thus, careful initial planning can make
the transition to a larger program much easgier,

DESIGNING THE PROGRAM -

Of ten, the general shape of a program-~the stu~

dents whom it will serve, the goals toward which it

will be directed, and other factors--will be dic-

tated by an already-existing need or probleﬁ. In _

such cases, as well as in situations in which peer v T
involvement is viewed as a desirable program com-
ponent,, planning begins with a preclise assessment of
needs, goals, and resources.
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Neads andﬁgoals

In the best of circumstances, periodic curricu-"

. lum evyaluation will already have suggested in what
ways learners' needs are not being met and what edu-

cational outcomes are not being produced. Attrition_'

rates in foreign language courses, poor performance
on end-of-term tests, and widespread poor attitudes
toward foreign language study are observable symp-
toms of a need to reassess an existing foreign

language program. Sometimes, however, unanticipated

problems arise., 1In second language learning situa-
tions, a large influx of limited-English speakers to
~a school system can take place without advance warn-
ing, WNevertheless, the difficulty limited-English
speakers (or learners of any other second language)
may have in coping with the mainstream program and
in fitting into ‘the social structure of the school--

even when transitional ESL classes are provided--can

be anticipated.

. The firast step in designing a peer involvement
program as a partial solution to problems such as
these i3 to determine as precisely as possible the
nature of the problem and, if possible, to break the
problem down into its component parts. Part of this

process is determining whether the problem is a
general one or one that affects certain students, or
groups of students, more than others. Questions
such as -the following are useful to ask at this
planning stage: : '

e Is there a link between &ademic success of
limited-English students in our school and their
social integration in the 'school?

e At vhat point in a foreign language program
is the attrition rate the highest?

¢ Are there specific gkills that our second or

foreign language students fail to learn in the nor-

mal language classes?

~
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e Are thers particular attitudes or intergroup
tensions that cooperative contact among gtudents
‘might counteract? .

o

From the anaﬁers to these initial questions of ten

. comes a clearer statement of needs and goals. Along

with this first_task, it is important to make an
initia)l assessment of the resources available in
setting up a peer involvement program.

Resources

“In the initial planning and design stageu
atterition must be given te available resources. ,
Preliminary consideration of each of the following
questions may be helpful in determining what is and
is not feasible.

What kind of administrqtive support is avail-
able? What role might the principal(s) or head-
master(s) in the schopl(s) involved be willing to

play in promoting a peer involvement program? 1Is

there an ESL or foreign language coordinator avail-
able to provide overall coordination?

How manykmembers of the teaching staff might be
interested in participating in the training and
supervision process? 1In what way can these addi-
tional responsibilities be most fairly added to
their workload? : N

» . ‘ 4
What kind of clerical assistance is available?
If none, on whom will this responsibility fall, or -
how can it be distributed?

-How.many potential tutors are there in the

school building (or in the school system)? What

possibilities exist for enlisting the participation
of potential tutors?

-~

what facilities ate available for use by the
program? Will there be rooms available for tutoring
to que place? 1s there secure but accessible space
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’ : - for storage of a central file of teaching/tutoring
materials? Will there be appropriate meeting space . -
available for such activities as tutor training,
/////2¥f’1ud tutee orienjation, and consultations between tutors
S and superv sing teachers?

. Are funda_available to cover costs of materials

o ' or materials preparation? What funds exist to cover

’ mailing and publicity costs (for example, when

mailings will be -sent to parents or to the community

at large)? -
Again, in many situations--particularly when

the program is conceived as a small-scale pilot

project involving a single teacher or two cooper-

ating teachers--many of these Questions are less .

immediately relevant than ir planning for a larger T e

program. The best guidinqﬁprinciple for initial

program design is to think initially in terms.of a s

modest initial program without ignoring altogether -

the possibility that the program will be expanded.

N ' The initial planning stage may help program
designers rule out certain possibilities and focus
their attention more clearly on others, From the
planning stage should dmerge a preliminary plan for
allocating responsibility in a number of areas and

~ for coordinating each person's participation. The
plan should take each of the following areas into
consideration D

\ ° selection of participants;
e recrultment of tutors and program publicity:
° pairiﬁa and grouping procedures;
e scheduling;
A , .
/ ' : ® preseryice training of tutors; -’\>

~® orientation of tutees;

. ~ @ supervision and inservice consultation with . -
° ' tutqrsx - : , . : >
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e record-keeping, including evaluation of tutors,
tutees, and the program; . ‘

® progress reports to classroom teachers;, school
administration, and parents; and

]

° mnterials acquiaition,;preparation, and filing.

SELECTION OF PARTICIPANTS

I -

Program needs and goals determine to a large
extent which students are selected to participate in
a peer involvement -program. Two basic options
exist. 1In some cases, a program is all-inclusive:
All students in one or morq classes participate.,
Many programs are based on the premise that peer
involvement provides benefits for all participants;
Jarticipation, as an integral part of the overall
course, is mandatory. Examples of all-inclusive
programs include the Westmar College program (see
pp. 90-91) and the experimental program at the
University of Sri Lanka (see pp. 65-66)., -

More commonly, peer involvement programs are
Belective: A limited number of students tutor
another group (or class). New programs d!ten begin
on this basis, with the aim of becoming all-inclu-
sive at a later time. In selective peer involvement
programs, the basis of selection of tutors and
tutees can’'vary greatly. 1In same-level programs,
one obvious approach is to have high-achieving (more
proficient) learners tutor low-achieving (less pro-
ficient) learners. In cross-level programs, tutors
are of ten selected according to several criteria,
including intelligence, fluency, personality, and
enthusiasm. Sometimes, however, a crogsgs-levél .
program is specifically designed to address the
needg of the tutors as well as those of the tutees..
.In such cases, the tutors themselves may be low
achievers or other individuals for whom peer in-
‘volvement might be highly reinforcing (for example,
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. the Whisman Language Tutor Program; described on
pp. 67-68). -
In selective programs, selection of tutees is
'+ -generally the ‘responsibility of -the teacher(s), in
some cases with the assistance of .guidance person- -
nel, the ‘language teaching supervisor, or other oo,
administrative staff. However, in some cases--many K
peer-taught FLES programs fall into this category~--
parents' preferences determine which students will
receive peer instruction. . : - ’
~ Selection of tutors is sometimes a delicate . o
matter. While it may be more efficient for tutors L LT
to be hand<picked, so to speak, it is probably wiser , -
to inform all potential tutors of ‘the aims of a peer- "
involvement program and the criteria that will be ' = - . .
' used in selecting tutors, Many students who might ~*° =~ =
¢ be overlooked may in fact be quite interested in~
L X o -serving as a peer teacher or tutor, and these stu-
. dents may in fact have certain characterietics (such
> . as enthusiasm and other personal qualities) that
will enable them to work very effectively with less
/ .
proficient peers.,
' A peer involvement program based on volun-
teering will need criteria for selecting tutors.

»

Following is a list of the main factors that the Ve oL A
various peer programs described in this volume have - - *
used: _ oo S

e academic achievement (high ‘or 1low, depending on
program dgoals);

e-proficiency in the target language; CL e - N

# knowledge of the native language of second lan-
guage learners;

o‘pensitivity to language learnets and other o Sy
cultures; , . L . ,
g / \i J“
) personality (empathy, enthusiasm, imagination, o
. - etec.)s and _ . R : *
® work habits and attitude (cooperation, ability DA o .y”'

to deal with criticism, etc.\)
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RECRUITMENT OF TUTORS AND PROGRAM FUBLICITY

»
’ . H

In some settings, the problem is not so much . . 7}
r one of choosing from ,2Among a large group of volun- ' :
" teers as it is finding An’ adequate number of
) _ suitable tutors. When tutors must, be recruited,
, thought must be given to incentives that might make
: peer teaching gr “tutoring- attractive to potenttal
participants, Recruitment involves two activities:
identifying potentially effective tutors and publi-
cizing the program and its benefits for tutors. An
. example of how potential tjtors can be identified is
' given by Akigbe (1975), 1In the program she devel-
. oped for ESL students at.the junior high school ‘ .
. level (see pp. 68-71), all of the following methods B A
were used xd'recruit bilingual and monolingual peer _ %
: ) tutors

' ® observations kept Onithe progresa of former ESL
hJ students; :

® honor roll and cumulative records;
® counselor recommendationg; ~

e teacher recommendations (especially from
department chairpeople);

.o recommeﬁdations of former tutors;
' f  ° discussion and rqcruitment from regular English
classes by ESL coordihator (or from foraign
language classes by foreign language
coordinator): .

s noticés in the daily student bullétin:\and

e support of English toachoré through informative
, . discussion of the importance and advantagas of
.. . . being bilingual.
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“In §Any programs based on voluntary participa-
_ ~ tion, the intangible” benefits of the program are

T o often viewed by tutors as sufficient reward for . '
their efforts. In other cases, additional incen- ' B
tives are offered. These are generally of three - . '
kinds . o .o '

: . ‘ ‘
~ fompensation

-

At the college or university level, it is some-
: tilnes possible to link a peer involvemgnt project
with a work study program, so that- tptors are
/// actually paid for their services. This puts par-

. ticipation in a peer involvement program into the
same category as tutoring work at remedial learning
skills centers such as exist in most colleges and
universities in' the United States. The Conversation

! Tutor Program at the University of Southern Missis-
sippi (see pp. 78-81) is an example of a program
that offers compensation.

Academic Credit o ' ' , .

Many secondary and postsecondary schools have
arrangements to award academic credit for certain
kinds of work experiences. Two programs described

" @arlier.in this volume--gne at the junior high level
(see pp. 68-71) and one a elsenior high school
level (see pp., 94-95)--offer this incentive for
participation.

»

Performance Awards

"
LN

Neither compensation nor academic credit may be .
appropriat%.in many peer involvement situations. .
There are other ways to recognize conscientious and
effective participation in a peer involvement
program that both provide peer tutors with a sgense
of achievement and enhance the prestige of the
program itself within the school. Certificates of
participation, official letters of commendation,
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announcements at school meetings and award
assemblies, and other forms of publicity give tutors
public rocd;nition of the efforts they make on
‘behalf of thelr fellow students. In the Whisman
Language Tutor Program (described on pp. 67-68),
iron-on transfers of the program logo are awarded
after a period of successful tutoring; these, along
with certificates of accomplishment awarded at the
end of the ypar, provide tangible evidence of the L
contribution that tutors make to their peers and to '
the schoo) as ‘a whole. ‘

N

k!
- : PAIRING AND GROUPING x

. The way in which tutors and tutees are\matched
is another area in which degisions are shaped in
large part by program goals and by the numbek of _
participants involved. For example, in foreﬂgn lan-
guage programs in which low-achieving tutors 4re
paired or grouped with younger, less advanced ‘tu-
tees, care must be taken to ensure that no tutdes
are placed with a tutor less advanced than theq§\
tutees themselves. The experimental program de
. scribed by Fitz-Gibbon and Reay (1982; see pp. 8&-
88) placed peer tutors and tutees.-in rank-ordered:
liats based on pretest scores and grouped the
students on the bagis of these rankings. In crossi ‘
level programs in which the tutors are all consid- : ST
erably more advanced than the tutees, matching &b

this kind is less crucial. ! v o .

In some cases, the number of tutees will be ' ‘ L
much greater than the number of tutors. Grouping in: . ' N
such programs tends to aim at creating small groups b AN

of tutees of mixed ability, so that slower learpers
will have both more advanced learners at their own
level as well as their peer teachers or tutors to
\ provide motivation and direction.

Another general practice in cross-level pro- -
grams is to restrict dyads to same-sex pairings, ~ : Y
although there is little empirical evidence to sup- . '
port the claim that same-sex pairings facilitate S

¥
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learning (Feldman, Dev. n-Sheehan, & Allen, 1976),
Often, it is not even i;ssiblo ‘to follow conven- "
tional practice, as the group of tutors may be pre- 4 t.
. dominantly male or female. ¢ :
' Two other possibiljities for pairing and
grouping are student~determined pairings-~an example
of this 'is described in the reciprocal program at
the University of York (see pp. 95-97)~--and rotating
pairinge and groupings, in which tutors work with
different individuals or small groups for short
periods of time. This latter possibility should be
viewed with caution, however, since it may prevent
! : tutees from establishing durable affective bonds
' with a tutor and thus undermine an important goal of
a peer involvement program. .

SCHEDULING

Scheduling problems will undoubtedly figure
heavily in preliminary discussions of a peer in-
volvement program. If planning takes piace far
enough in advance, two or more participating
teachers may be able to arrange for their classes to
be scheduled during the same time slot so that all
participatipng students in an intergrade cross-level
program will be free at the same time.' With such an . k

"~ arrangement, pairs or small groups. of students cAan

. . meet in one or more of the classrooms. -

“ Sometimes, pser tutoring will have to take
place outside of normally scheduled classes, during
study hall periods, recesses, or other' free time.
Here, the participation of school administrators can
be invaluable; administrative personnel are in a _
much better position than regular classroom teachers
to antieipate such.scheduling needs and to devise \\\
solutions« Peer tutoring and teaching sessions held
outside of class time are of course easier to

_arrange at the university level; even hera, howaver,
responsibility for securing adequate meeting rooms .
should generally be taken by supervieing teachers or
administrative .personnel,

a
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Rs for the ideal length of sessions, the ten-
dency is for peer teaching or tutoring involving
slementary school stydents to last no more than’30
minutes. Sessidons ipvolving older learnsers should
range between 30 and 75 minutes, with the most *
appropriate period to be determined by the lavel of
proficiency of the participants and-the nature of
the activities done in the sessions,

In determining both the length of individual
sessions’ and the number of sessions per week, pro-
gram designers ahould keep in mind that peer teach-
ers and tutors will need roughly twice as mach time
for preparation, record-keeping’ and consultation

with supervising teachers (or the program coordina-

tor) ag the actual amount of time spent in peer
teaching or tutoring sessions themselves. 1In the
actual scheduling of meeting times, it may be wise
to schedule, whenever possible, a block of time
during which preparation, peer teaching or tutoring
sessions, and follow-upf consultation or record-
keeping can take place consecutively,

- PRESERVICE TRAINING OF TUTORS

An indispensable step in developing a sound -
peer involvement program is training participants.
While in some programs a part of the preservice
training is offered to all participants~~tutors and

tutees alike~-usually tutors receive 8eparate orien- °

tation before a program begins. Often, some activi-
ties are first presented in preservice training and
carried over into workshops, meetings, and other
inservice activities.
In small programs, preservice training may be
- relatively informal; in larger ones, the training
program of ten involves considerable {dvance planning
~and coordination. The major goals of preservice
training, along with some proceduros and activities
for achieving them, iruxdoecribod in the following
'Pages., Different programs, of course, will chooso )
to emphasize dittoront goals,
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‘. . Familiarizing Tutors with the Purpose .
) of the Program
— All participants must understand the purpose of
a peer involvement program: who will be tutored,
why they will be tutored, and with what longer:range
goals. .An explicit statement of program goals is
, often made when tutors are being recruited. Even in
. : programs in which participation is mandatory, a
. J Clear statement- of purposes and goals lays the foun- . _ <
dation for the entire operation of the progrﬁm,i o '

Outlining Expectations and Responsibilities
of Tutors

Tutors must know as clearly as possible what
will be expected of them. Understanding their
responsibilities helps tutors make most efficient
use of time and avoids confusion. In the Whisman
Language Tutor Program (see pp., 67-68), a training
agenda details the procedures that tutors must
follow during the 30-minute period they spend with
their tutees as follows:

o
1. Signing. in and out of "the tutor room

.- 2, Preparing and cleaning up materials and
, work station
®

3, Escort'ing'students to and from class _ ‘ v

4. Reading’ commands and questions

5. Recording responses on the Scoring Sheet-- ' -
a slash for a correct answer and a 0 for an . )
incorrect response ' '

\ , i
6. Reinforcing responges with'the word "Good"
7. Modeling incorrect reeponsos correctly and

then ropeating the stimulus, allowing the tutae to
» ' respond

10
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-activity that can help familiarize tutors wggh the

~ o »

8. totaling the responses and graphing the
results ‘of the session's work. (Price & Dequine,
1982, p. 367) o " -

In different programs, the tutoring, record-
keeping, consulting and evaluation responsibilities
of tutors will be explained differently, depending
on the age of the tutors and the degree to which

" tutoring sessions are structured. Tutors who are to

receive academic credit or other compensation for
their parti¢ipation also should be told the basis on -
which such credit or compensation is offered.
Tutors also need to know what to do in case they
cannot be present at a tutoring session or in the
event that their tutee(s) cannot attend.

In an ongoing peer involvement program, an

procedures théy will follow is to have prospective
tutors observe the performance of students who are
currently tutoring. Learning by direct observation
is often much more effective than simply reading or
hearing an explanation of tutor responsibilities.

Outlining Responsibilities of
Othem Participants :

An explanation of the responsibilities of other

participants should accompany the outline of tutor
responsibilities. Again, depending on the-sgize of

" the program, training in this area will need tb be

either relatively informal or very carefully struc-
tured. 1In all cases, however, tutors need to know

what kind of problems they should attempt to resolve

themselves and"whom they should report other Aif- '
ficulties to. Depending on the program, the respon-
sibilities of tutees, teachers, administrators, and

the tutoring coordinator may all be explained.

Providing Tutors with the Opportunity

to Meet Each Other

An important function of preservice training is




o

\ .
to enable tutors to establish bonds with each other
‘and to develop a "team spirit.® This is important
.even ln programs ‘in which most or all of theé- tutors
already know each other or are in fact classmates.
Particularly in programs in which tutors themselves
will be responsible for developing materials and
activities that will be used by other tutors, this
. aspect of the training program is essential. Tutors
can be an important source of moral support for each
other and can provide suggestions and ideas for more | '
effective tutoring. These outcomes are only pos-
sible, however, when tutors have had the opportunity
b to develop a spirit of cooperation. "* '

Sensitizing Tutors to the
"Helping Process"

Willingness and eagerness to work with other
learners does not necessarily mean that tutors will
know how to do so effectively, 1In many peer in-
volvement programs, preservice training of tutors
includes. activities that make tutors aware of the
ways in which they communicate. This becomes even
more urgent when tutors work with individuals¢from
a different language and cultural background. -
Particularly- in programs in which native speakers
with little second or foreign language learning
experience or with little previous contact with
individuals from different culfures will be tutors,
these activities can alert tutors to potential
difficulties and can prevent serious cross-cyltural

misunderstanding.
Examples of such activities are those used in .
e the Conversation Tutor Program at the University of :

Southern Mississippi (described on pp. 76-81); three
workshops (in this case conducted on an inservice
basis) were given to tutors, each session stressing
a different aspect of the tutoring process.
The first of these, based on techniques devel-
oped by Cope and Acton (1978), is entitled "Learnifg
to Attend"; its goals are: e ' . - ’
\ . . . ,

&
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to provide the tutor with skills to become

a more attentive ,person; to show the tuto¥f -
+ how this attentigeness will help him

become a better facilitator of communica-

- tion; to learn how to use the skills which
maximize communication by the-foreign
student and to minimize the verbalization
of the tutor. (Conerly, 1980, p. 67)

The @econd workshop is entitled "Barriers to
Communication  the main activity is a problem-
solving tasR adapted from a lesson in the U.S. Army
race relations training program (u.s. Army, 1974).
Because the two participants in this exercise are
led to believe that they nave the same information
(when in fact they do not), the exercise. can make .
tutors more sympathetic to the frustrations that
language learners experience when their best
attempts at communication break down. Thus, the
goal of this workshop is similar to that of an
activity widely used in teacher training: teaching
microlessons in an "emotic"” language to remind
teachers of the frustrations involved when con-
fronted by an unfamiliar language.

The third workshop, "Nonverbal Language Cues
and Cross-Cultural Communication,” involves a number
-of activities designed to make tutors more conscious
of their own nonverbal behavior and to ajllert tutors
to the importance of nonverbal behavior 'in daily
interaction. The hope is that tutors will both
recognize cross-cultural differences in this area
and seek to help tutees become more aware of the
rules of nonverbal behavior in their new language
community.

Even when such extensive activities are not
feasible, some useful basic guidelines can be
offered to tutors. Almost always, some mention is
made of the importanco of positive feedback., Tutors
%ﬁe trained to ¢orrect mistakes without discouraging -

eir tutees. Ulually, the importance of not pa-
tronizing learnprs also receives emphasis, as well
as the importante of establishing an informal atmos-
phere in which learners feel comfortable.

v
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Providing Tutors with Specific Guidelines ' oo

In most cases, particular ‘characteristics of

tutees are known in advance, and training cah focus . ...
" on specific techniques and procedures that will make. '
‘tutors work more effectively. Sometimes, tutors sit

in on the second or foreign language classes in
whigh their tutees are enrolled. This part of an

- overall orientation can be very helpful in dem-

onstrating the abilities and characteristics of the
students the tutors will work with, Especially in-
programs in whic¢h tutoring is intended to supplement
the course activities (and in which tutors will:be
working in close consultation with the classroom
teacher), tutors ‘need to be as familiar as possible
with what their tutees are doing in class and the
ways in which tutees respond to different classroom
events,

In other cases,-specific suggestions can be
given for working with learners from a particular -
cultural background. A good example of such guide-
lines can be found in the tutors' handbook' ("Peer
Tutoring ...," 1982) prepared by the Center for
Studies in English as a Second Language at Boulder
(Colo.) High School. Among the "guidelines for suc-
cessful tutoring" are the follow‘ng- .

. ® To a Southeast Asian, the idea of "losing
face" often is unbearable. You may easily hurt the
feelings of a student if you are not careful,

Praise success and try to avoid failures,

o Speak distinctly and ask occasional discreet
-questions to determine whether previous conversation
‘has been. understood. "Many Southeast Asian and Latin
Aﬁerican youngsters are reluctant to admit that they
don t understand aomething.

® Many ethnic groups feel that it is not polite
for young people to look .at authority figures,

Don't expect students to "look you in the eye"- when

they speak to you,
v
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e In many cultures it is considered very rude
to touch another person on the shoulders or the
head. Show pleagsure with a smile or word of praise
rather than with a pat on the back. (pp. 6-7) ~

t

Giving Tutors a Chance to PracLice-Teach
or’ Tutor

The value of providing. tutors with the oppor ~
tunity to practice-teach or tutor is obvious. Both
for the tutors themselves and for supervisory per-
sonnel, it is a way to ensure that the protedures
have been understood. ,For‘tutors, it is a way to-
overcome apprehensions about tutoring-and to bolster
confidence in their ability to be effective with the
learners with whom they will be working.

. Often, it is impractical to have tutors prac-
tice-teach with the learners they wi 1 actually be
working with *(or with learners of a #imilar age or
level of proficiency). For this reason, microteach-
- ing and role-playing, in wrxch tutors alternately
Play the roles of tutor-and tutee with each other,
are widely used whenever some practice tutoring is
viewed as necessary. Cbhstructive criticism by both
teachers and fellow tutors can make prospective
tutors more . aware of their performance. .

However extensive or limited preservice train-
ing of tutors is, it is probably most effective when
done over two or more training sessions. A reason-
able interval between sessions allows prospective
peer teachers and tutors to think about what has
been presented to them and allows them time to eval-
uate their commitment to the program. Jwo hours of
training spread over three sessions is in’ general
more likely to be effective than a single two-hour
session, &

ORIENTATION OF TUTEES

-

/’ .
Before the beginning of a peer involvement .

1%




‘tutoring. It is also important for tutees to be

>~

program, tutees also should be made aware of the

purpose of the program and the reasons for which .
they have been asked to participate, This {8 par- ' '
ticularly important in selective programs: that is, ~

when only some learners in a class will recdeive peer

made aware of their responsibilities in the program; f: ' A

‘in many programs, tutees are expected to keep - : . S

records of their attendance and to complete evalua-

tion forms on a periodic basis, Tutees must also

know what procadyres have been established to ~
resolve problems. In many sftuations, this orien-

. tation can be efficiently handled at an initial e : '. s

meeting {or both tutors and tutees., _ .
While most of the orientation of tutees is @ .

routine, there are situations in which this step ~

takes on special importance. The concept of peer S

.teaching and tutoring within the formal school

setting is unfamiliar to second language learners
from many cultures, and unless adequate measures are
taken to explain the program to tutees, the value of
the program may be seriously jeopardized., ' ‘ .

A dramatic illustration of this liability is ' -
given by Grant (1977), who reﬁprted on a very unguc-
cessful attempt to introduce peer teaching in
American Samoa. Resistance to the notion: of peer . ,
teaching stemmed from two sources. First, there ' :
were "ego conflicts" between tutors and learners
based on the participants' social background and o N
sex, Males did not like to be taught by females,
and students from families with high social status
regsented being taught by more proficient students
from families with lower social status. 1In addi-
tion, there was a widespread reluctance amorng stu-
dents to view peers as capable of providing anything’
of ‘value; only the attention of the instructor was
deemed worthy of respect,! :

>

1This saine problem-~the reluctance of students to
accept a pser teacher as a teacher--was one of
several factors. affecting the effort to institute
peer teaching as an important instructional compo-
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_ This initial and- of ten 'deep-seated resistance
<y to the vnfy,concopt of peer involvement is by no
means unique to American Samoa., In different de-
grees, it exists in many communities as a by-product
_ . .. of the tradikional authority conferred on adults in .

. : génerq}'and teachers in particular. Especially for
B8econd language learners newly arrived in.a commu= -
nity, special efforts may have td bé made to enlist
their cooperation as tutees in a peer involvement
program. . ' _ o '

! v ¢

~

/ S ORIENTATION OF TEACHERS| Sy

' . »

| When -peer teaching and tutoring is being insti-
tutdd on a program-wide basis, orientation and
tra¥hing of teachers can be as crucial to the suc-

" cess of peer teaching and tutoring as anything that
may be done to prepare the students themselves, The
basic premise of peer involvement--that much of what
is ordinarily done under the .direction of a teacher

' : can:be done equally well, and in some cqaés:dore '
" effectively, by students themgelves--ig ‘difficult
for‘many teachers to adjust to initially. In many
edueationa; systems, teachers may be resentful of
9 . any innovation that, as they perceive it, forces
them to relinquish control of the classroom or to
acknowledge that students can learn from other stu~

S dents. Unless an effort is made to enlist the

‘ cooperation of teachers, the value of a peer in-

volvement program will be seriously undermined,

Negative attitudes on the part of teachers will be

perceived by students who may in turn be unwilling

nent in the Samoan Demonstration Pyoject (Douthit &
Lung, 1974), an adult education pfogram designed to
provide disadvantaged adult Sapéan immigrants to

Hawail with the means to te for vocational and
apprentigeship progrdms, '

17
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to cOmmit themselvos wholeheartedly to working with M o 4
_and for their peers, ' °
- Two additional difficulties must be anticipated

by program designers and coordinators. Theé first is : . ’
that evenlteachers who may be positively disposed to R ' a
the notion of greater peer involvement may find it RE
difffcult to adopt the roles of facilitator, coun- _
selor, and resource ‘'person, which they must play in .
. superviging peer-mediated claasroom work and out~of - -
. - class peer tutoring. In addition, teachers may fael : ,

' _overburdened bY‘any clerical responsibilities they : ' PR

. may be expected to asbume on behalf of a cross-level o
" peer tutoring program..

a t °

SUPERVISION AND INSERVICE TRAINING OF TUTORS

v - ~.
. . .

. Regardless of how thoroughly tutors have- been

) prepared for their’responsibilities before a program :

: begins, periodic consultation between tutors and " )
supervising teachers ig an important element in main-. .
taining the quality of a' tutoring program. A proce-
dure that allows for consultation between individual .
tutors and a supervisor and for occasional meetings S .

e of groups of tutors- and their supervisor can serve .
) three important functions. The first is providing
tutors with the opportunity to discuss, problems they
may be experiencing with their tutee(s). Even in
the best of circumstances, occasional problems with
; indivggual tutees will arise; and reports of prob-
lems b§ tutors will often need to be discussed wi . A
the supervisor. 1In many cases, regular meetings ) _ B .
between tutors and the teacher(s) of the tutees may S o
be necessary in order to plan activities for sub- ' T '
sequent tutoring sessions. The supervisor may occa~ ’ '
sionally need to consult with an individual tutor ' ) o
: ‘about tutee dissatisfaction, L - o,
Second, occasional meetings between tutors and - - ' ' o
" their supervisors (or with the teachers of the : o '}‘ B
?tutees) can be used to provide.encouragament and a T
- +  general suggestions., .1In smailuscple programs, these o - _ o
o -meetings can -be quite: informal and ‘can take place - . T

N R . . T
: B e 4
- . .
" B L4 .
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\'j-%etween the supervisor or teacher and an individual
“tutor. What is most important is that tutors
' raceive periodic support; to-train tutors and then
" to leave them on their own i8 not, in the best

interests of either the tutqraﬂthemselves or the
program, By contrast, favorable reports by teachers

+ on the progress of their students can sustain tutor

morale and help maintain their integest in their
work,

Third, meetings”involving qroups of tutors with
the supervisor af¥for teachers can be useful in a
number of ways{that, as much as anything else, main-

.tain and increase the overall ‘quality of the pro-
- * gram., Tutors can share successful activities and
~ techniques with each other; ditficulties can be dig-

cussed. In the latter case, one tutor may be able
to suggest a solution tS another, but ever when thi
does not happen, the rea}ization that all tutors are
oncountering both success .and difficulty can help
each  tutor put higs or her own performance in a -
proper perspective, Periodic group meetings can
also?be used to continue activities that were first '

¢+

- presented in the preservice training or to introduce
‘new activities as the need arises. PFinally, it may

be useful to provide tutdrs with a block of time
during which they can work as a group to plan activ-
ities for tutoring sessions such as communication
exgrcises, games, and so forth,

. It is always difficult to schedule meeting’
time, particularly for group meetings. While pro-
gram supervisors must also be careful not to emake
excessive demands on tutors' time, they must recog-
nize that stimtlating interaction among tutors and
providing for consultation between tutors -and their
supervisors can be instrumental in maintaining tutor
enthusiasm, .teacher support, dnd program quality.

3

"

MATERIALS

The materials and activities used in a cross-
level peer tutoring program will of course vary
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'Clgparoom\Tbxq\Materials

-

according to the age, proficiency level, prbgram
goals, and target language of the part ts,
While it is not possible to argue the ‘marits of
materials Indepondently of the program in which they
are to be used, it may nonetheless be useful to
categorize the materials as follows.,

°

In lomi"pfoqrams, ltudents will teach or tutor
other students using the same materials as the

tutees use in their language classroom. Tutoring

sessions review and reinforce matorial already
covered in class. - - . R 2 o

/- ' ’ |

Supplementary Material

Exercises and activities that are based

.directly on classroom work and that provide tutees

with additional opportunity to learn what has been
covered in class are often, used in peer tutoring.
Frequently, teachers have stjdents do only some of a

" number of exercises in the taxt on a particular
- teaching point; those that are not done in class,

either for lack of time or when it is felt that most
students have learned the point being taught, can be

used in peer tutoring sessions, especially with stu-:

dents who need additional practice in order to keép
up with faster students. e

Expansion and Independent Matorials
and Activities oo

Materials and activities in this category would

- include communication games and tasks, self-

contained teaching units, and realia that take stu-
dents beyond the material actually covered in class
or that demand of learners that thoy use What they
have learned in new ways.

In deciding to base peer teaching or tutoring
sessions on one or another kind ef materlal, program
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coordinators and teachers must also decide how to
provide tutors with access to materials; in the case

of the latter two categories, decisions about devel-
. oping appropriate materials may also come into play:

¢

® In the case of classroom text materials,
tutors must have ready access to the.materials. The
easiest solution would be to have enough copies of
the text so that each tutor could have a personal
copy for as long as he or she is tutoring. Where
this is not possible, at least some copies of the
text should be made available for tutors to consult
in planning tutordng sessions (even when the content
of the tutoring session will be determined by the

“teacher) .

‘e For supplementary and expansion materials,
teachers should seek alternatives to taking sole
responsibility for providing such materials. -One
approach is for two or more participating teachers.
to pool~thoir resources. ‘Students themselves can in
many cases sghare reaponsibility for designing and
creating materials: supplementary drills, games,
realia, and so on. ' ‘

In the interschool peer-teaching program de-
®ribed by Biehn (see pp. 91-94), tutors spent the
academic quarter preeeding the beginning of the
program designing teaching units. These were then
placed in a central file accessible to all tutors.

- .Tutors'can also be encouraged to write up any activ-

ity or exercise they have designed during their
tutoring experience to.add to the file, In addi-
tion, tutors can be assigned’ the task of going
through one or more sources of activities for pair
and small-group work and to bring particularly’
attractive ideas to the attention of the entire
staff "(examples of sources are given in Chapter 2).

"
L ° . v
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' EVALUATION

Systomatic evaluation of a cross~level peer
tutoring program by tutors and tutees alike is im-
portant for a number of reasons. First, reports on
student progress may be used by teachers to deter-
mine the content ’of subsequent tutoring sessions as
well as to gauge the benefits the program is pro-
viding. Reports by tutors and tutees can also
provide the kind of information that administrators,
parents, and advisors expect about a new program.
For the program coordinator, reports from partici-
pants are an esgsential source of information about
what is working and what needs to be changed,

In large poer-teaching and -tutoring programs,
tutors and tutees reqularly complete progress report
forms, questionnairos, or journals in which they
evaluate their own progress and the performance of
their peer partners. Even in small programs, the use
of short progress report forms is recommended as a
supplement to informal consultation bestween tutors
and their supervisors or between tutees and their

classroom teacher. Many students feel more comfort-

able expressing their feelings on a written form, -
as long as the form is not too long or tedious. 1In
addition, the use of written evaluations makes prag- .
ress reporting easier conduct on a regular basis
and simplifies the recor koeping process.

Reports by tutors should include information
about the performance of the tutee(s) and the bene-
fits of the program for the tutors themselves. —
Tutees should also be asked to evaluate both thelr
tutors' performance and their own progress. 1In this
way, a fuller picture ofythe value of the program in
the eyes of the participants can bes obtained, and
the functigning of individual. pairings or groupings
can bs better unders tood.

Progrons reports or questionnaires to be
completed by tutors can address some or all of the
following quostions: : :

"® Do the tutooc arrive on time and attend .
sessiona rogularly? N
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e Do the tutees appsar to be interested in the"
sessions? Are they cooperative? Do they partici-
pate actively? ¢ '

e Have the tutees been making progress? Can :
the ‘tashs and activities be completed as planned? »

e What deficiencies have been most detrimental
N , to the tutoring, sessionas? 1In what areas do tutees
appear to need additional help?
e How do tutors rate their own performance? F’
What do they perceive as their greatest strengths
‘ -and weaknesses? Are there any aspects of their par-
ticipation with which they do not feel comfortable?

_ ° e Do tutees appear to enjoy the sessions? Do
») the tutors themselves enjoy the sessionsg?

. In a similar manner, tutee reports can deal
with several different questions:

®-'Do the tutors create a copfprtable learning
. environment for students?

® Are tutors adequately éreparod for each
session? Are the sessions well-planned? Are the
tutors effective in helping students understand what
they are to do and in providing appropriate
T assistance? '

/

~® Do the tutors seem interested in the progréss
of their students? Wwhat are their strengths and
weaknesses? o :

e Do the tutees feel that they are making
pProgress? What do they feel would help enhance the
> value of the tutoring sessions? -

® Do tutees enjoy the sessions? Do they feel
. that peer tutoring is an effective format for lan-
guage learning? . o <
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Which of these areas are addressed, and how
they are phrased, will of course vary from program

to program. Tutor reports completed after sach ses-

sion will tend to focus more on the actual content

W\«)/', of the sessions (and thus .provide more of a log of
- activities and material covered); reports completed

R biwoakly or monthly will tend to be more broadly

3. evaluative in nature.v The wording of the .questions

‘on an evaluation form must of course be carefully
geared to the age and ability level of the partigi-
pants; in general, however, evaluation forms should'
allow for comments, in addition to any 'limitod- ,

option® items (yes/no, multiple choice, or scalos)

that may appear on the forms.

Three sample progress report/evaluation !orms
are provided in Figures 5.1-3. Forms such as these,
adapted to the needs of a program and used on a rég~
ular basis, can provide valuable information'about.
the strengths and weaknesses of the program itself,
as well as the performance of program participants.-

A PLANNING CHECKLIST FOR
PROGRAM DEVELOPMENT

In developing a cross-~level peer involvement
program, a checklist of tasks to be completed can be
useful. The sample checklist in Figure 5.4 can be

used.as presented, or it can be modified to suit the

neads of any particular school setting. In either
cagse, the tasks need not be done in the order
listed, and program designers should feel free to
combine two or more tasks wherever appropriate,
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Tutor: ~ 8ession Date:
Number of students attending: g
Summéry of activitieg:~
/ -
R
, Unsatis- Satis-
Evaluation of session.' factory - factory
Student interest 1 -2 k) 4 5
Cooperation . 1 2 3 4 5
Student performance 1 2 3 4 5
Tutor's self-evaluation 1 2 3 4 5
Overall uaefulness of
tutoring session 1 2 3 4 5
&
Comments:
i
-

*If tutors have been given a lesson plan to follow,
they may need only to note deviations or omissions
from the, planned activities,

Figure 5.1. Session rcporL (uubmitbed by tutor to

/

classroom teacher). e




CONVERSATIONAL GROUP EVALUATION FORM
(Prepare at end of ten hours) . .
Student.'s Name: ' - Section: o ' M
Tutor:
. Evaluation: ;
¢ ) :
3 = "good"”
2= "fajir"

1 = "poor" - : : - L

Cooperation and congideration
for tutor and group ( )

Interest in activity and conversation ( )

. Attended sessiong regularly ()
Effort to speak . ' . - ( )
Progress in speaking . )

/ ; . _

Comments on student if desired:

NN
. /
® N . ///
Figure 5.2. 'Tutor report form. 4

/ | [ ./

¢ 4 THote. ’l‘akqn from Conerly (1990, p. 126). The
Conversatiqn Tutor Program in which this form is
used is deécribed on pp. 78~81.

P
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“(Student's
! _ r T

name) -

A

|
; ) - . Date(s) of

Pleaae apswer the questions below.

1. Did you enjoy your tutoring
aess*on(s)? ' . YES

2. Was your tutor prepared ‘and
orgﬁnized? I:‘ YES

3. Do you ‘feel that you have
~ learned .from your session(s)? YES

4. D&géhyouf‘tutor-help you
- . feel comfortable about the

" tutoring sessions? YES

5 Were the aotivities _
~enjoyable? v YES

seqsionks)

*

-

SOMETIMES “NO

SOMETIMES ' NO
'y

SOMETIMES NO

SOMETIMES NO

SOMETIMES NO

What ‘did you like best about the seasibn(s)?

+

What did you like Jeast about the session(s)?

Are you satisfied with your own
performance in the sessions? YES
¢

NO

Figure 5.3. Questionnaire for students.

-

Notes Based on Koskinen and Wilson (1982, p. 95).
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rEnlist suppor{ of teacher, adminis-

Determinc initial progfam design:

‘Provide for acquisition, development,

»w

Task - . Comgleud_a. . _ ' ,
Select a coordinator (or establish a ' v o
coordinating system)
Identify needs and resources
Establish initial program goals

trators, parents, advisors
Recruit tutors: .
Develop a recruitment strateg
(includipg publicity and
compensation to be offered)
Establish selection procedurep

Content of tutoring sessions
(including materials required)a
- Length of tutoring sessions
- 8cheduling of sessions
Pairing or grouping. procedures
Teacher involvement
Tutor, tutee, and teacher
+ 'responsibilities ’
Administrative procedures
(including record-keeping,
consultation with tutors, and
progress reporting)
and storage of materials - 4
Preservice training of tutors
Orientation of tutees
Orientation of participating teachers
Inservice training of tntors .
Program evaluation e

T H HH

e —— ettt t———

A check or "X" can be used to indicate that a task
has been completed; an "N.A." can be used for tasks .
that are not applicable to a particular program.

Figure 5.4, A planning checklist for program , o
development.. . . . i

Note. This is an adapted version of a "Checklist

for Administracora”/in Koskinen and Wilson (1982,

P 104)- 1 : . ! *
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. [SUMMARY: THE BENEFITS OF PEER mva.vmsn'r]_/

\

N
/

In many ways, greater involvement of peers in each
other's learning can provide a rich and productive
supplement«to the second or foreign languagdiclass-
room experience. Peer involvement casts learners °
and their teachers into new rples--roles that may
lead to a number of pedagogical and other benefits.
At the same time, peer teaching and tutoring can
enrich the total educational and social environient
in which learners find themselves.
In this section, the pedagogical, social, and
. affective benefits of peer involvement are summar-
. ized. First, however, it cannot be overemphasized :
' that peer involvement is nmot a panacea. All too - B
often, an educational practice that solves some - | o
problems is promoted as a solution to all problems.
This is as true of peer teaching and tutoring as it
is of any other educational practice. " Not all ben~- .
efits will result from every experiment in peer
teaching and tutoring. Sometimes+-especially when a
peer involvement program is poorly conceived or in-
adequately administered--precisely the opposite of .
what is. hoped for may result. In many ways, how- o,
ever, peer involvement can 4o much to enrich learn-
ers' experience of the conventional classroom.

PEDAGOGICAL BENEFITS OF PEER INVOLVEMENT _ - B

Increased Individualization | RN i .

N

Peer tutoring allows for differential pacing} ;
Students who master material more slowly can receive
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tutoring especially helpful,
S . '

additional exposure to material through -individual

or small-group work with a tutor. The remedial

benefits of peer involvement have been widely
.observed; a consistent finding of research on peer

tutoring is that tutees of ten acquire skills that . -
- they could not or would not acquire in the .conven-

tional classroom setting (Sarbin, 1976).

. ' :

. - Cf
Intensified Drill Practice '

When peer invoMvement is used primarily to
reinforce language classroom drills, students
obtain, in purely arithmetic terms, considerably
more practice opportunities than are available in
the classroom itself. All students potentially
benefit from increased practice in skill-getting T
attivities., Those students who find the large~ A
group, public, and sometimes competitive nature of
the classroom intimidating are likely to find. peer

Increased Communication Opportunities
Peer involvement can b especially helpful in
developing learners' ability to "use™ the target :
language, The structure of 'the conventional !
'classroom, as well as the authoritative role that
most teachers play in classroom activity, makes
attempts at "real* communication in the language
classroom somewhat inauthentic, The more intimate
nature of small-group or one-to-one peet tutoring, »
the more equal role relationship that exists between
age-peers, and the flcus of peer tutoring on the
needs of the individual learner or small group all
produce an environment cqonducive to communicative
-activity. M environmept'that stimulates and
egt':ouragea language acquisition is fostered by peer
titoring, which is "interactive, résponsive, depen-
dent on supportive, encouraging human beings who
believe the function of a message is far more impor-
tant than the form in which it is sent" (Urzua, -
1980, p. 43). ' ' o
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L SOCIO-AFFECTIVE BENEFITS OF PEER INVOLVEMENT ~ | ’

L3

Increased Motivation ' \ | i L _f '

Research on peer interaction (e.g., Beach,

1974; Littlejohn, 1982) argues for the value| of peer’
involvement in increasing motivation., ProfL%ient .
peers are excellent target-language role models for T T e
learners. When a beginning foreign language learnar ‘ ) -
interacts with a more proficient learner, the begin- '

ner comes into closer contact with someone who has e SR W
undergone frustrations similar to those the beginner : ' '
may be experiencing. The more proficient learner )
provides vivid evidence K that the learner's goals are
attainable, and the tesult is often increased moti-
vation to persevere. 1In some cases, the result of a
. peer tutoring program hab been a reduction in course
attrition. .

Even vhen it is used only on an occasional in- ‘ S
class basis, peer tutoring techniques can inject . o ' oy
variety into clasasroom activity and relieve the : o o
boredom and monotony of teacher-centered instruction . '

(Statman, 1980), and thus maintain a higher level of "
- s tudent motivation. :

SR Strengthened Cross-Cdltural Understanding
vk !
One of the greatest potential benefits of peer N
involvement programs in which native speakers and '\\' '

. language learners interact is the greater respect
“ , and tolerance that each group develops toward the
other, Peer involvement programs can a valuable
means for fostering meaningful contact between a
groups and are often the basis of important social
contact and friendships.
In addition to helping establish social bonds . * ‘v
. between native spsakers and learners, peer involve- -
[ ment can reduce tensions that already exist and .o
\ promote an institution-wide spirit of cooperation.. - )
A « When students are involved in the progress of ' -
‘ others, a cooperative, rather than a compotitivo,
TN ' atmosphere is produced. This advantage can have
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ramifications far beyond any single classroom, as
 Elliott (1973) points out:

Perhaps the most compelling reason for
the use of students as tutors is to change
the socialqpsychological climate of the
chool from individual competitiveness to
ncern for each other. The basis of this
‘concern must be the individual's ability
to be aware of another person's feelings
and the meaning of what he’says and does.
There must be recognition that each person
has a place, that his ideas are valued and -
ﬂhls feelings relevant,. (p. 538)

"1

Strengthened Self -Concept and , .
Sense of Self-Direction .
One of the most acclaimed benefits of peer

involvement is its effect on both tutees' and
tutors' self-concept and self-direction. For
tutees, systematic interaction with peers can do
much to counteract the dependence on a teacher that
traditional instructor-centhed classrooms tend to
breed. Tutees benefit from ‘the experience of com-
municating (or at least working toward communica-
tion) with a peer model spacitically concerned with
their progress in the target language. The activi-
ties on whicK many peer involvement programs are
based allow learners greater opportunity to discover

how they themselves learn best and how they can use

the skills they have alrsady acquired. Finally,.
peer involvement programs tend to cause learners to
measure their progress against their own expecta-
tions and goals, rather an against the performanoe
of an entire group. of. léarners.

An equally important benefit of peer involve-

mént is the effect produced on the tutor.. Quite

8imply, one laarns a great deal in helping another
to learn. 1In a review of research on cross-age
tutoring, Sarbin. (1976) reports that; in many cases,
tutors' academic performanoe improved as much as, or
more than, that of tutees. It is easy to understand
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‘this phehomonon. One need only romember how ofton
‘ . teachers say with completae aoriqunnoas that they
e .« learned more from teaching a oaurao than their stu-
o 1 . . dents could ever.have learned, no matter how wall @
T the course had been taught. - Like -any other kind of
teaching, peer teaching and futoring '‘require much
more thoughtful attention to the subject matter than .
. - 1is often required of students in a large, -teacher~ ‘ .
‘ {:ntered classgoom. "Furthermove, reaponaibility for . ,
e learning of, Mhother student can provide a focus. e o
£8r a tutor's own. learning efforts:, :

In many cases, the epa&ific needs of the, - S S
tutee can help diroct the learning ‘eofforts - ' C
of the tutor, since in the Rrocess of
‘Helping he gains immediate access .to the A
tutee's needs and his abily}y and re-~ - a L o .
. sources to meet tham. The realization ~ :
- that another student is depending on him

for assistance and, indeed, gometimes for . .
survival in the course gives him the stime '
‘ulus he needs to redirect his ,own learning _ ,
" efforts. (Heard, 1972, p. '318) ) N SR

Reduced Inhibition .
- - . Y
: “ﬂ widely observed benefit of peer involvement "
. ‘ s its' particular value for students who are uncom- -
¢ ‘ fortable in the large-group, "public” classroom. -
' : - Learners who are inhibited by the dominating figure
of the teacher ‘or by the presence of a large number
of classmates often opdn up in the more intimate,
. “nurturing atmosphere of small-ggoup or oné-to-one -
peer interaction. When a learner interacts with a - N
L ' native-speaker peer, peer tutoring can bs an "ice-
ot broaker“ for es ;vlishing acquaintanceahips with _
’ other native : ‘,‘ers of the languago. ' ) "
i It was §

a”:nt in language learning is an .
yﬂncome. This view is supportod by ;
el justified even more by the num-, : '

ber of " uuccolsﬁul attempts to make language learners - : \

more rodponaible for oacQ pther [} progresa than can '
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be thﬁ.caue in the convontionai ‘teacher~centered
classroom. In an era when the Panguage~teaching

profession is more conscious than ever of ‘the need

to consider alternatives- to the traditional class-
room, peer involvement may bc a cornerstone of a new
teacher-learner relationship' and the basis for more
effective and meaningful second and foreign language
learning.

+
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(APPENDIX: A BUMMARY OF RESEARCH ON PEER ;NVOLVEMINT
IN LANGUAGE LEARNING) ' ‘

-

*
.

K]

This section summarizes the findings of several
studies that have investigated the effacts of peer:
involvement in language learning under controlled
conditions, That is, each study involved systematic
observation of the paer tutoring process, systematic

‘measurement of ocutcomes, or both,  This review is in

No way meant to be comprehensive; even the small 7
number of studies reviewed here, however, reflect a
variety of regearch:approaches to the preblem of
assessing the effects of peer involvement.

Two notes of caution should be introduged.

Firpt, as is inevitable in summaries siuch as.this,

many of the details of the individual studies have
been omitted, Readers can obtain’a much clearer
understanding of the rationala of the studies and
the procedures used by consulting, the studies fhem-
selves. Second, the findings of the studies offer
only initial answers to the questions. they pose,

. Individuwily and collectively, these studies reprae-

sent a firet step toward a fore precise understand-

ing of the effects of peer involvement in second and *°

[

foreign language learning. . ,
An early attempt to study the effacts of peer
tutoring,lin language Jearning was Langr's (1973)
study of beginning-level college Spanish gtudents,
One of three existing sections of the beginning
Spanish course at the University of Minnesota~Duluth

" was designated as the experimental group; the other

two sections became the control group. The treat-
ment consisted of help that the researcher provided
to the experimental group in organizing and sched-
uling out-of-class peer-tutoring sessions. These

A

i
1
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- sessions were entirely voluntary; they were supple~
ments to classroom contact time. (which was uniform
for all three sections, each of which was taught by:
the same three teachers on a rotating basis) and in
no way figured into ‘the grading system of the
course, Except for periodic encouragement that the
"experimental” group received to maintain these peer

ytutoring relationships, the treatment extended no
further; neither the content nor the procedures of

- the tutoring ‘sessions were controlled.

Langr's study provided some evidence for the
value of peer involvemepnt. Subjects in the experi -
mental saction spent a&: of . 10409 hours in peer
interaction during the a®Menmic quarter during which
‘the experiment was conduoted. By contrast, students
in the control group épent an average of only 2.44
hours in student-initiated out-of-classroom peer
work. Only on che oral pr&duction -achievement post-
test 4id the oxporimental students perform signifi
cantly better (p = ,05) than the control group;

‘however, on tan of the 11 criterion measures--
composite score of five progtess tests given during
the course of the quarter, scores on each of five
posttreatment achievement tests, and gain scores,
‘Pretest to posttest, on each of the five achievement
Jests--the mean of the experimental group was higher
than that of the control group. ’

The studies 'under review here prosent mixed, :
though not necessarily conflicting, evidence 'on the
affectivé and attitudinal effects of peer tutorinj.
Langr's experimental section engaged- in purely
voluntary and'#tudént-developed paer tutoring for
four times as many hours as the control ‘'sections,
which regeived no encouragement to organize peer -
tutoring. This difference -sugfests that the experi -
mental students must have periceived some benefit to
such sessions and experienced some enjoyment fipm
them, The results of a student opinion measure -
givan after the experiment suggest; howsver, that
their interest may have been largely instrumental;
‘the attitude of the experimental ltudontn‘poWard
Spanish and the course they were taking was nQ more
posltive than that of the control aquents.

t

”
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 tions, curricula, and schedules of a single second- * gl 1
.to~third-grade ¢glassroom in the school. Dyadic peer . "

n

A very diffdrent approach to the study "of the

effects of peer involvement from that used by Langr

‘can be see in Stryker's (1975) study of patterns of

‘use of French and English in verbal peer interac-

tions at the Washington International School. . _

Stryker's research on peer interactions was part of ' '

a three-level investigation of the sociolinguistic. . L
“énvironment of the school, which was founded in 1966 - ‘
to provide bilingual education for children in the e
international community of Washington, D.C.,‘as well o "'
as. for lbcal families. At the macrosociolinguigyic
level, the focus was on the principles of the school
regarding language use, its academic structures and

" organization. At the "midsociolinguigtic” level,

the researcher investigated the lingqistic expecta-~ '}

interactions involving five limited-English students
were the basis of the third level of analysis, the
microsociolinguistic level.

Whereas Langr's research was product-oriented = ,
~--focusing on the results of peer interaction--
Stryker's study is process-centared; through both
participant and nonparticipant observation, Stryker
sought to determine the nature of the larger envi-
ronment in which peer pairs interacted and the char-
acteristics and evolution of the peer interactions \ :
themselves. Stryker hypothasized that in this. * ]
bilingual.school‘onviranmqnt, limited-English
studentd would speak the language used by their
role-reciprocals, subject to (a) the linguistic ex~
pectations in the situation, (b) the dominant-lan~- . {
guage of their peer group, amd (c) thelr competence :
in the language. ' ' '

The general principle on which the Washington wio!
International School was based was complete two-way :

'-bi}ingualinp. This was ‘ho expectation fqihnll stu- - '

dents, and it was reflected in the uge of 'the two .
languages (French and-Englfsh or Spanish and Eng- v
lish) on alternate days, At the macro level, one ' '
can think of the school as constituting An experi-

mental treatment, at” least metaphorically, by con-

trast with the status of ‘' French (or Spanish) in the .
conventlional whole~school context. At the midsocio-
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linguistic level (the single classroom observed), ..
hoquor, there were already signs of a conflict; . :
“while English and Prench were to be used exclusively ;
on alternate days, English=-the dominant‘language of . O
) the majority of the students--"intruded" on peer I i
‘ interactions in the classroom on days when French - f
D . was to be used exclusively, although the reverse--
the use of French in peer interactigns in the
~ Classroom on days when English was to be used--djd
N not ‘occur, _ :
. This tendency for English to be used in peer
interactions was even more pronounced in out-of-
.Class interactions. Regardless of the child's lan-
*guage background, once the child knew both English . .
J and French, he or she would use English everywhere r 3 "
except in the French classroom, when required to ;
speak French by the teacher. Purthermore, ocutside !
of the French classroom, .French was used bstween |
peers only in dyads isolated from the group and when .
both speakers had a French background or one was new - )
to English; however, even in such French-speaking _ ” :
dyads’, the bilingual speaker would begin, after a
few months, {to use English in reply to the new- :
comer's French. ~ _ . -
. Johnson (1980) studied the effects on second :
- languagewpcquisition of peer tutoring in a seven-
week bilihgual summer program at Stanford Univer-
sity's experimental school, Her subjects were 16
limited-English-speaking (LES) Mexican-American
children and 18 fluent English-speaking (FES) chil- , L L
dren. The children ranged from five to nine years - . - ;~!
0 of age. A &agﬁhe pairs experimental design was ‘
used; the LES children were matched on ‘a-composite A -
score of English language proficiency and initial : )
amount of interaction with FES. children. One child a \ . \
. fin each limited-English pair was then randomly . - ' , o
, assigned to the'treatment group; the other was
o assigned to the control group. The FES children :
were matched on aq& and ‘sex and were then. randomly - s ¢
assigned to either the expegimental or ’pntroli ' '
group., S - :
The experimental treatment inyolved a total of | * -
14 one-hour peer tutoring sessions in whieh an LES '
child was paired with an FES child, The purpose of
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the tutoring was to provide social &ontact be tween

children of the two ethnolinguistic groups and to
provide the LES children with successful experisnces
¢ommunicating in English., Children An the control
group did the same activities as thdse in the peer
tutoring sessions, but they ‘were done in large-
group, teacher-directed, one~hour gessions. -Teach-
ors in this summer program alternated weekly between
the treatment and control groups; An this way, their
potential effect on .the performande of. either group
was controlled, - Lo . )
Two hypotheses were investigated.. The first
was the expectation that LES children would, as a

. regult of their peer tutoring .experience, interact

verbally with FES children more than the LES

> children who had participated in the large-group,

teacher-directed sessions. It was also predicted
that there would be a positive correlation batween
frequency of verbal interaction with \FES children
and gains in English language proficiency by LES
children. ' A

Following the treatment period, Johnson ob-
served her subjects from both the experimental and
control groups during periods when the subjects were
free to interact with children of their choice in . .
the language of their choice. A special obgerva-
tional instrument-~the Language Use and Interaction
8ystem (LUIS)--was used to record the getting in
which the interaction took place, characteristics of
the addressees, the language used, and the specific
nature of utterances. Each gubject was observed
individually for 20 to 40 mifutes a week.

Analysis of the data from these observations
showed that the LES children vho had participated in-

.\ pser tutoring sessions interacted in English with o
. PES children to a greater degree than the LES chil- . o

dren in the control group. S, | A ‘
, The subjects in Johnson's study were pre~ and

posttested on three measures of English language
proficiency: the Peabody Picture Vocabulary Test,

the Language Agsessment Scales, and the Child~Child"
Communication Test. Only on the first of these did

the experimental group«-the children who had engaged - ' .

1397 RN
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Language Program),

. c oy

in peer tutoring--signifi
control group. g o

August's (1982) in 8 ation of reciprocal
peer teaching, descri « 74-76, was designed
in such a way.as to permit examination of the effect
of peer interaction on the acqiuisition of both

- English and Spanish. The experimental treatment

consisted of 30 one-hour peer tu
The control. group in each part the experiment

congisted of a group of -children’ who were receiving
convontiopal second language instruction.(the Distar

ring sessions.

The ‘main issues the study addr ssed were,
first, the effact of peer tutoring on the amount of
interaction between children acquiring a second
language and fluent peser speakers of \the language
and, se¢ond, the relationship between\fmount of

interaction with native-speaker peers \and second

language acquisition. \ °
August measured the frequency and\proportion of

the target language used by the limitedPEnglish and

limitod-Spanish subjects in two settings--in free

play and in a“structured situation (the lat.ter con~

sisting of a block~building task in which one
experimentalor control subject--either limi ted-
English or a ’limited-Spanish child--two fluent fng-
lish-gpeaking children, and two bilingual| childten.
parti¢cipated). It was found that in the Btructured:
setting the limited-English children who had )
received the experimental treatment (30 one-hour
pPeer tutoring sessions in which the less proficiont
¢hild has served as a tutor) interacted with fluent
English speakers to a greater extent than children
from the control group. By contrast, the peer

- tutoring sessions failed to increase the amount of

S8panish that the limited-Spanish subjects used with
their peers.

The Johnson: (1980) and August (1982) findings
are based on observations following or copcurrent
with an experimental treatment; they are thus .of a:
somewhat different nature from the Stryker (1975)
data. In Stryker's study, the préference for

" Epglish‘ag the language of dyadic peer 1nteraotionl?

appears to stem from the

at qulish was the

~
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- dominant language of. a majority of children in the
clagsroom that the researcher observed. The rela--
tionship between individual peer interactions and

~ the larger sociolinguistic context say help to

explain the findings of Johnson and August--in par-

ticular, the results of the August (1982) study, in *

. which peer tutoring affected the amount of interac-

. " tion in English between limited-English children and"

" fluent’ English~npeaking children but not the amount -
of interaction between limited-Spanish children ahd

fluent Spanish-speaking children. It may well be

. "« that the effactiveness of peer tutoring in promoting
' ) greater use of the target language depsnds on the

language use patterns in the larger sociolinguistic

. context.

In other words, peer tutoring may be more

‘productive in some situations than in otheérs.
‘This is the conclusion of Chesterfield,

Chesterfield, Hayss-Latimer, and Chavez (1983), who
studied the interactional patterns of 11 Spanish-
speaking preaschool children enrolled in two dAiffer->
ent bilingual programs. In one program, classrooms
had a majority of Spanish-apeaking children; in the
other, there was a majority of English-gpeaking
children in the classrooms. As a result of their
. ' Observation of these 11 subjects over the course of
3@8 year, the reaearchers reached the following
nclusion: . g

* Once limited English speakers achieve. a
minimal level of competence ... the lin-
‘quistic composition of the class should be

_ ‘taken into consideration in determining
! the most. effective means of facilitating
» these children's acquisition' of English,

In classrooms where English speaking chil~

dren predominate, interactions with these

children were found to be a factor in the

acquisition of English by limited speakers

'of that language., Hence, teachers in such

classrooms might promote peer interaction

by structuring some loarning activities as.

cooperative tasks to be worked -on - by smqll
linguistically heterogeneous groups of

childton vos where a balance of.. 1imited

R
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English-speaking children and Bnglish-
speaking children exists, chil¥ren of Aaif-
ferent language proficiencies might be
paired to-dork on individual tasks. In
classrooms made up largely of limited-
English speakers,.on the other hand, the~
children's second language development
~might be best facilitated through.learning
-activities that emphasize edult—child
interactions. . (p. 417) ‘ " N
Sapiens (1982) studied the cognitive -and affec-
tive effects of peer tutoring involving both fluent

. bilingual anda English monolingual Chicano tutorg.

The tutors were aXl high-achieving tenth graders;
the ‘tutees were partial bilinjual Chicano tenth
graders who had been classified (according to CAT

grade-equivalent scores) as low achievers. Language .

proficiency for tutors and tutees was determined by
scores on the BOLT-Spanish and BOLT-English., ' In
all, 20 same-sex pairs participated in the study.
The peer tutoring consisted of three 15-minute
lessons on latitude and longitude. An adaptation of
the Bellack, Kliebard, Hyman, and Smith (1966)
system for analyzing verbal interaction was used to
code the function and content of verbal interactions
in the ‘sessions (which had been audiotaped and trans
scribed). Criterion-referenced testg were given to
assegs the effectiveness of peer tutoring sessions.
The goal of the study was to determine which peer
tutoring relationships were most closely linked to
learning effectiveness and what cherecteristics of
the tutoring segsions themselvas might be related to,
the success of the sessions. .
This study is noteworthy also for making peer
pairing a central issue. 1In other etudies, subjects
are often matched on certain variables, with the
effect of precluding certain comparisons: for

" example, between same-sex and different-sex peer

pairings. At any rate, sample sizes are in general
too small to permit a valid comparison of the

effects of different pairings, ' !

The principal comparison examined by Sapien&

‘wasg . between Englieh monolinguel Chicano tutors and

L
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" fluent bilingual Chicano tutore working with partial °
bilingual Chicano tutees. As measured by criterion~
referenced instruments, the students tutored by the
bilingual tutors showed significantly more growth
than those who had monolingual tutors. _Sapiens'
analysis of the tutoring sessions themselves pro- :
vides a number of insights that might help explain . o
. . these results. While tutors were in general much ' "
! more verbally active 'than tho'tutee!~—the tutors
accounted for 67% of all pedagogical moves and 92%
‘of all initiating moves-<the tutees with bilingual
~ tutors were dbnaid?rably more active in their dyads
'~ than their counterparts with monolingual tutors; ,
- tutees with bilingual tutors made 60% of all tutes L B
moves. This more active role by tutses with bilin- C
gual . tutors reflects their use of English in the
tutoring sessions; it is important to note that ' o
fewer than 1% of all moves in the sessions involving
’ bilingual tutors were in Spanish. ‘
Sapiens found no ‘other significant differences:
Male and female dyads performed comparably, and -
there was no evidence in favor of a more structured
approach to the tutoring sessions. Similarly, no
. significant differences on the measures used to
asgess attitudinal outcomes between tutees ‘with ‘ : ,
monolingual tutors and those with bilingual tutors | ’/
were found, despite the fact that the latter had o : ' F
made considerably greater cognitive gains. ’
The relative effectiveness of peer and teacher
evaluation of compositions written by ESL-students S
N » wag the focus of a study by Partridge (1981). She
was principally concerned with the wvalue of peer
involvement as a techniqueé, rather than with its .
general contrihution to second language acquisition * , S
‘or cognitivé-grpwth. Twelve ESL studelits enrolled . ' A
in a composition course for foreign students at the . . N
. University of Hawaii provided the original drafts : s
, ' ‘and rewritten essays for “the study. The original S
: drafts and rewritten essays from six writing assign- | e
ments given over a period of several ‘weeks were cho- . S s C
sen by the researcher for rating by a total of six : s :
. hative-speaker judges. Three of the six originals -
s ' for each student Nad been corrected by the teacher /
L, . ' (the experimenter); the other three originals of ' . s

&
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each student had been corrected by one of the
. students' peers.. '
» - Bach judge received a total of 72 essays to
, ‘judge: the originals and the rewrites for all six ° m
assignments for eéach of six students. They were
given no information about the identity of the stu-
dents, whether the essay was an original or a
revwrite, .or whether peer or teacher correction had
been’ used. The raters used a holistic analytic
scale ,that was reqularly used to, evaluate com-
positions in the English Language Institute at the
University of Hawaii.,

‘The ratings assigned by the judges were ana-
lyzed to determine the relative effoctiveness/of
peer and teacher correct}on as a means to imgrove
the original drafts of compositions written by ESL

. students. Results showed that the revwri'tten ver-
sions, taken collectively, were judged to be . of
significantly higher quality than the original
drafts. However, the teacher-corrected original
drafts were much more instrumental in this improve-

) ment than the peer-corrected drafts. A comparison’

. _ of each original with its re¥ritten version showed

- ' that each of the three rewrites based on teacher
' . corrections was judged significantly better than its
- ot ‘xw Zriginalt only: one: of: the' three rewrites based on-

‘ eer corrections was rated as significantly better

than' its original. It Lhould be noted, however, -+ .

that interrater agreement in this experiment, while ‘o

AN . , . Judged acceptable by the experimenter, was fax. lower

‘ A ' than what is normally expected to indicate adequate

\ " interrater reliability.

o : Partridge administered two questionnaires to 16

. \i\ BN students in. the- composition class from which the °

N

teacher~ .and peer-oorrected compositions were taken -
\ for her study. Host of the students felt they L
kN learned something from correcting their psers' com- -
\ . positions. The majority claimed that they enjoyed
having their own compositions corrected by their N
peers, although students tended to .enjoy correcting

the compositions of others more than having their

"own compositions correctdad. Nonetheless, the stu-

dents felt, in general, that their teachers' com-

ments were more useful than their peers'. The’
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Jconclusion seemed to be that the students were not . :
8o convinced of the value of their peers’ correc- - A
‘ tions that they would rely afy more heawily than , v
' previously on the advice and recommendations of ' :
their fellow language learners.

The Fitz-Gibbon and Reay (1982) study of cross-
level (intergrade) tutoring in French (described on
PP. 86-88) provides the most striking evidence in
Bupport of peer tutoring. The 11 low-achieving
fourth-year tutors had scored a mean of 28.9 on e
60-item tasy that was administered before ‘and after o

. the experiment; the 25 high-achieving fourth-year L N o
'Ff,nch‘atudents who served as a comparison group had
a mean of 44.2.  The tutees, who .had had no previous
formal instruction in French, had a mean score of -

- ) 5.0 on the same pretest measure, . :

The treatment consisted of six 30-minute ses~
=4§ons over a period of three weeks. At the end of - :
the period, posttést scores showed several striking '
results. The tutors themselvgs had a mean posttest

- score of 41,4, only slightly less than the mean pre-
test score of the'high—achieving students. The )
.tutees had a mean posttest score of 28.,7. In other .
~words, after just 8ix gessions of peer tutoring they =~ . - =
. had scored; on average, as‘high as the tutors had '
_ . originally scored. ' Even more impressive, perhaps,
_d/ i was the longer~terin effest of these sessions:
: ' ]
, ) : Some four months later, having occasion-
' ally encountered some of the topics which
had been tutored but still having had no - _
formal instruction except from tutors, C,
tuteed’ were given the same test again, us-
‘ announced. They achieved an average scote
-of 508 (raw mean, 30.3), showing excellent
" ‘retention. 1In short, in six lessons the
tutees had learned the materials up to the
original level of the tutors; a gain which
- was still evident four months later..
(p. 41) -

As Fitz-Gibbon and Reay\(1982) point out, it is
difficult to measure enjoyment ofa peer tutoring ,
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experience, It is even more difficult to assess. the .
longar-term affective and attitudinal effects of : o
such an experience, e except indiroctly through such

Lt noasuros ag attrition rates and statements of

willingness to engage in further peer tutoring
experiences,

. The strongest evidence of. an effect of peer
tutéring on attitudes, however, comes from the
Fitz-Gibbon and Reay experiment. Based on the way '
tutors and their high-achieving, fourth-year peers _ .
(who were in essence a control group) ranked their : .

_ school suqucts -in order of preferance before and Lt '
~after the tutoring project, the tuﬁoring experignce
cansbe seen as having significantly changed the
tutors' attitude toward Franch. By the.end of the
experience, they ranked French almost exactly as did
their high-achieving, fourth-year peers. 1In fact, _
‘the tutors' attitudes toward.French improved con- C-
siderably more than the tutees', landing further
support to the argument that peer involvement pro--. . S,
vides benefits.for those who do the tutoring as well ' C
as for those who receive it. . . _ e
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